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In the United States, over 90 million adult students, aged 25 years or older, are
engaging in post-secondary studies (Stokes, 2006). Adult learners are the fastest growing
segment in higher education and this trend is expected to continue into the future
(Benshoff & Lewis, 1992). This expanding influx of adult learners into colleges and
universities has required post-secondary educational institutions to provide for the special
needs, desires and expectations of their adult learner populations (Nesbit, 2001).
Therefore, this study examined the relationship between adult learners’ educational
experiences and their satisfaction levels with their educational experiences by
recognizing the differences within the adult learner population.
The overall purpose of this study was to determine whether selected immutable
and conditional variables influenced the perception of adult learners concerning the
educational experience they received in a Midwestern Community College. The 58
subjects identified for this study were selected from summer semester of 2010. Fiftyeight participants were administered a 17 question survey instrument that was adapted
from the Keenesaw State University Adult Learner Programs Needs Assessment Survey
(2005). This instrument measured their perception of the education they received across
twelve different aspects of teaching.

Nine research questions were generated and tested based on the purposes of this
study. Findings in this study indicated that when viewing the adult learner through the
characteristics and experiences of selected immutable and conditional variables,
significant differences within the adult learner population appeared. It appeared that such
immutable variables; age, ethnic origin, and gender, and conditional variables; marital
status, number of children in the home, the type of child care used, current GPA and
current employment status influenced the perception of adult learners across twelve
aspects of teaching. Further, it appeared that the conditional variable, income range, had
little or no influence on adult learners’ perception of any of the twelve aspects of
teaching.
These findings suggest that there is a need for institutions of higher learning to
understand the unique learning requirements of the adult learner in order to organize and
deliver an educational experience tailored specifically for each individual.
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CHAPTER I
INTRODUCTION
With the increasing need of the American workforce to continually up-grade their
current employment related skills and the acquisition of new competencies, adults in
large numbers are becoming lifelong learners (Dinmore, 1997). In the United States,
over 90 million adult students, aged 25 years or older, are engaging in post-secondary
studies (Stokes, 2006). This expanding influx of adult learners into colleges and
universities has required post-secondary educational institutions to provide for the special
needs, desires and expectations of their adult learner population (Nesbit, 2001). While
scholarly interest has greatly increased in the field of Adult Learning (Dinmore, 1997),
most definitions of the adult learner focus on the adult learner as that of comprising all
students 25 years of age or older (Aslanian, 2006).
This study views each adult learner as a unique individual, and examines whether
the learner’s characteristics related to culture, life experiences and gender, may be more a
factor in the learning environment than the learner’s age. Therefore, the relationship
between adult learners’ educational experiences and their satisfaction levels with their
educational experiences is examined by recognizing the differences within the adult
learner population. This study’s approach takes into account specific characteristics and
experiences of the adult learner concept instead of imposing a “one size fits all” template
on the adult learner concept.
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Purpose of the Study
The purpose of this study is to provide an answer to the following question: to
what extent, if any, do the adult learner immutable variables (i.e., age, ethnic origin and
gender), and the adult learner conditional variables (i.e., marital status, income range,
number of children in the home, type of child care used, current GPA, current
employment status) influence the adult learner’s perception of their educational
experiences?
Statement of the Problem
The overall problem which this study addresses is to what extent does the “one
size fits all” concept of the adult learner recognize and address specific characteristics
and experiences of the adult learner? More specifically, this study addresses the
following question: to what extent, and in what ways, do selected immutable and
conditional variables influence the perception of adult learners concerning the
educational experience they receive?
Background of the Problem
As citizens of the United States enter the 21st century, our lives seem to be more
complex than ever, particularly with globalization, international competition, and rapidly
changing technology demanding our attention (Barnett, 1997; Brown et al, 1997;
Burgess, 1997; Tierney, 1993). The current working environment is compelling
individuals to continually update their work related knowledge and skills (Kerka, 2002).
American workers must be prepared for the high-value jobs, as knowledge workers, in
order to sustain the nation’s leadership status in the information-based economy.
However, the United States is currently ranked seventh with respect to the proportion of
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adults aged 25 and older who have attained some postsecondary credential and there are
six other countries close behind (Stokes, 2006). In this context, many adults find
themselves attempting to cope with demands of multiple roles, the pressures of child
and/or elderly care while at the same time dealing with the stresses of a fluid workplace.
As adults strive to balance life domains, they frequently feel overwhelmed (Kegan,
1994).
The American economy is becoming more knowledge-based; therefore, the
workforce is experiencing greater job instability, a need for a greater knowledge of the
rapidly changing technologies, higher industry expectations for its workers, and greater
flexibility in the workforce. Essentially, today’s workforce is experiencing the need to
become lifelong learners in order to continually up-grade skills throughout their careers
(Dinmore, 1997). The U.S. Department of Labor, Bureau of Labor and Statistics (2004)
predicted that in the next twenty years, 80% of all new jobs will require some postsecondary education.
The Goals 2000: Educate America Act stated that every American needed to
receive an education which would equip him or her to possess the knowledge and skills
necessary to compete in the global economy (National, 1999). Numerous studies show
that adults, 25 years and older, are the fastest growing population segment in higher
education. Given the 2000 National Educational Goals, it becomes increasingly clear that
there are major challenges for postsecondary educational institutions.
As institutions of higher learning accept more adult students into their programs,
colleges and universities will have to become more respectful of what adult learners
want, need and expect in regard to their educational experiences (Nesbit, 2001). In order
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to improve educational practices, it is imperative that institutions of higher education
focus on the characteristics, interests and educational needs of their adult learners
(Benshoff, 1991). Optimal learning environments enable learners to lead enriched lives,
which in turn enable the adult learner population to serve the economic, cultural and
competitive interests of the nation as well (Conrad, 1993).
Not only must institutions of higher learning understand adult learners’
characteristics and unique needs, they must also be willing to modify their existing
programs and services in order to meet these specific needs. By developing new
programs and services geared to adult populations, institutions of higher learning will
create a positive impact on their ability to attract, serve and satisfy the educational needs
of adult students (Benshoff, 1991). However, institutions of higher learning trying to
understand and satisfy the needs of the adult learner look to an overwhelming number of
studies focused on the adult learner defined as a student aged 25 and older. This
definition of the adult learner population does not take into consideration the diversity
within the adult learner population. For instance, the heterogeneous adult learner
population returns for additional education for many different reasons, from a desire to
advance in a career, life path transitions, to enrichment (Aslanian, 2006). These are
simply a few of the reasons for their continuing educational desires. There are many
differing variables that make up the adult learner population from gender, attendance
type, attendance mode, marital status, parental responsibilities, and income level to
mention a few.
The approach of imposing a “one size fits all” template on the concept of the adult
learner leads to difficulties for educational institutions as they attempt to create an
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environment of institutional best practices driven by adult-centered needs. It is easy to
understand that learners in this population would have various characteristics. Surely a
single, African American female, aged 26, with three small children at home would have
different needs and possible barriers to attaining an education than would a 60 year old,
retired, wealthy male, returning to college for enrichment purposes. Therefore, it is
imperative for educational institutions to ascertain to what extent, and in what ways, do
selected immutable and conditional variables influence the perception of adult learners
concerning the educational experience they receive.
Educational Needs of the Adult Learner
In the twentieth century, scholarly interest has greatly increased in the field of
providing education focused on the adult learner (Dinmore, 1997). Community colleges
historically have served the needs of adult students with 60% of all adult learners enrolled
in two year programs or less than two year certification or specialized skill attainment.
With 40% of all adult learners enrolled in public four-year postsecondary institutions,
these institutions are also developing programs to serve a heterogeneous adult learner
population (Kasworm, 2003).
Research indicates that adult learners have special needs and requirements as
learners when compared with children and adolescents (Huang, 2002). The fundamental
difference between adult and pre-adult learners centers on the level of experience each
group brings to their educational studies. Adult learners bring more complex and varied
backgrounds, life experiences, previous knowledge base and skills to the educational
setting (Kasworm, 2003). Research has shown that additional levels of experience
increase the ability of adult learners to more readily make connections between
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theoretical concepts and the potential application to the everyday life of the learner
(Dinmore, 1997). The most effective curriculum for adult learners is one that builds upon
their life experiences and interests (Brookfield, 1986; Cross, 1987; Merriam & Caffarella,
1999). When adult learners link their course work and previous experience, they are able
to learn at a more accelerated pace than pre-adults (Dinmore, 1997). However, adult
learners are often dismissive of the value of their experience, possibly due to their belief
that informal learning is less worthwhile than formal education (Dinmore, 1997).
Barriers to Adult Learner Participation
Barriers to participation in postsecondary education often occur when higher
educational practices are poorly adapted to the needs of the adult learner (Nesbit, 2001).
Many adults who had previously performed poorly in high school are often fearful about
returning to formal education and fitting in with other students. With the passing of time
away from the formal learning environment, adults worry that they have lost many
valuable learning skills (Dinmore, 1997).
Another factor that can act as a barrier to educational participation for adult
learners is the fact that many returning adult learners enter school with multiple nonschool related commitments and responsibilities. They frequently have families, and fulltime jobs (Richardson & King, 1998). According to Kinsella (1998) the percentage of
time spent on outside-class responsibilities by adult learners was as follows: employment,
68%; childcare, 41%; adultcare, 23%; and finally, homework and internships, 17%. In
other words, the adult learners are place-bound, busy individuals (Addressing, 2006).
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Theoretical Framework
In this study the andragogical model of adult learning developed by Malcolm
Knowles (1980) is the basis for its theoretical framework. A conceptual framework for
this study has been developed to present an overview of the ideas or concepts used to
organize this research study. The conceptual framework has been placed in Appendix A.
The Andragogical Model which is the basis for much of adult learning theory
provides a structure for examining and understanding the nature and complexity of adult
learning and development. Adult Learning Theory provides a set of assumptions which
enables educators to understand how adults learn best (Zuga, 1999). Educators need to
understand how adults learn best in order to create adult learner-centered environments.
Understanding adult learners’ preferences in how they enjoy learning and acquiring
knowledge of adult learners’ satisfaction levels with the instruction they are currently
receiving is critical in recommending meaningful, effective and sound andragogical
guidelines for adult learning experiences.
Research Questions
This study was guided by the following research questions:
Question 1
To what extent does an adult learner’s age influence their satisfaction level with
their educational experience?
Question 2
To what extent does an adult learner’s ethnic origin influence their satisfaction
level with their educational experience?
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Question 3
To what extent does an adult learner’s gender influence their satisfaction level
with their educational experience?
Question 4
To what extent does an adult learner’s marital status influence their satisfaction
level with their educational experience?
Question 5
To what extent does an adult learner’s income range influence their satisfaction
level with their educational experience?
Question 6
To what extent does an adult learner’s number of children in the home, if any,
influence their satisfaction level with their educational experience?
Question 7
To what extent does an adult learner’s type of child care currently being used, if
any, influence their satisfaction level with their educational experience?
Question 8
To what extent does an adult learner’s current GPA influence their satisfaction
level with their educational experience?
Question 9
To what extent does an adult learner’s current employment status influence their
satisfaction level with their educational experience?
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Rationale for Hypotheses
The purpose of this study is to contribute to the knowledge base by determining to
what extent, if any, adult learners feel their needs were met in the educational process at
their community college and what were the mechanics with which the adult learners’
needs were met or not met at their community college.
In this study, the relationship between adult learner satisfaction levels and specific
immutable and situational variables within the adult learner population, instead of using
the “one-size-fits-all” template characteristic of the Andragogical Model developed by
Malcolm Knowles (1980), was explored. Therefore, viewing the adult learner population
through the lens of immutable and conditional variables provides this study with a better
understanding of the particular characteristics of adult learners and whether or not they
feel their needs are being met in their educational experiences, and identifying factors
that may impede their educational experiences. By identifying these factors, adult learner
institutions are in a much better position to create an environment of institutional
practices driven by adult-centered learning with sensitivity to adult learner needs.
Variables of the Study
The variables in this study are based upon the theoretical framework established
by Aslanian (2006) and are based upon the theoretical concept map shown in Appendix
A. The adult learner population used for this study and defined by Aslanian (2006) is an
adult twenty-five years of age or older who is enrolled in an accredited academic program
for the purpose of engaging in additional education. This adult learner population was
segmented into separate variables.
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Independent Variables
The independent variables in this study consisted of three types of variables. The
first type of independent variable, immutable adult learner variables, consists of the
following sub-variables: age, ethnic origin, and gender. The second independent
variable, conditional adult learner variables, consists of the following sub-variables:
marital status, income range, number of children in the home, type of child care used,
current GPA, and current employment status. The third independent variable, twelve
aspects of teaching variables, consists of the following sub-variables: Planning lessons,
Quality and availability of teaching materials, Setting clear learning goals, Prompt and
regular feedback, Managing group of learners, Incorporates hands-on learning,
Encourages collaboration, Knowledge of subject matter, How well teacher relates to you,
Making subject interesting, Understanding how student learns, and Help improve study
technique.
1. Immutable Characteristics
a. Age
b. Ethnic Origin
c. Gender
2. Conditional Characteristics
a. Marital Status
b. Income Range
c. Number of children in home
d. Type of child care used
e. Current GPA
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f. Current employment status
3. Specific Aspects of Teaching
a. Planning lessons
b. Quality and availability of teaching materials
c. Setting clear learning goals
d. Prompt and regular feedback
e. Managing group of learners
f. Incorporates hands-on learning
g. Encourages collaboration
h. Knowledge of subject matter
i. How well teacher relates to you
j. Making subject interesting
k. Understanding how student learns
l. Help improve study technique
Dependent Variable
The dependent variable in this study is the perception of learners’ satisfaction
level of their educational experiences as measured on a 10 point Likert-scale adapted
from The Keenesaw State University 2005-2006 Adult Learner Programs Needs
Assessment Survey.
Methodology
This study takes the position that adult learners are experts, as to their own
individual needs, based upon experience they have had, as to whether or not their
instructor has been able to make connections between the course content and their own
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personal experiences. Therefore, a survey instrument was administered to adult learners
currently attending a community college concerning their level of satisfaction with their
experiences.
A quantitative research method was used to answer the question, to what extent, if
any, do the adult learner immutable variables, and the adult learner conditional variables
influence the Adult Learner’s perception of their educational experiences.
The quantitative research method emphasizes numbers, measurements, deductive
reasoning and logic (Gay & Airasian, 2003). This quantitative approach was used
because students may have been reticent to communicate with the researcher due to their
concerns of confidentiality. The students may have been fearful of candidly
communicating their thoughts and they may also have been apprehensive about
disclosing negative responses for fear of compromising relationships with instructors and
the possibility of damaging their grade. Interviews or focus groups may not have
achieved the desired information because confidentiality of responses would have been
difficult to ensure using qualitative methods. Therefore, a survey instrument with no
identifying marks ensured respondent anonymity and more likely produced accurate and
useful data.
Significance of the Study
This study will be particularly significant to administrators and faculty members
in this mid-size Midwestern Community College as they attempt to provide optimal
learning environments for their adult learner population. Although Malcolm Knowles’
andragogical model of adult learning states that adult learners have special needs and
requirements when compared with children and adolescents (Nesbit, 2001), critics of the
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andragogical model claim that andragogy fails to acknowledge that every learner is
shaped by their culture and society and that each learner comes to the learning
environment with a personal history (Merriam, 2001). Many writers believe that context
plays a significant role in adult learning (Clark & Wilson, 1991; Jarvis, 1992; Pratt,
1991), and that adult learning can not only be thought of as occurring internally,
regardless of the student’s situation or background (Merriam & Caffarella, 1999). In
many cases the leaning transaction is frequently defined by the social institutions and
structures instead of by the individual learner (Merriam, 2001). Therefore, understanding
factors which will satisfy the needs of the adult learner is critical to recommending new
programs and services specifically targeted to the adult learner.
This study provides an opportunity to examine factors that influence adult
learners’ satisfaction with their educational experiences by examining adult learner
immutable and situational variables instead of viewing the adult learner as a
homogeneous population. A more in-depth understanding of adult learners’ needs will be
obtained by segmenting the adult learner population into precise, specific variables and,
therefore, this study can serve to further the understanding of adult learner satisfaction
levels. This, in turn, will provide a clear indication as to whether or not the adult learner
feels their educational needs are being met.
Delimitations of the Study
This study was confined to one satellite campus of a Midwestern Community
College. The study was administered the last week of summer semester. The entire
population of the satellite campus was surveyed.
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Limitations of the Study
This study was limited to an initial survey which produced a onetime satisfaction
level of the respondents. The participants for this study were not representative of adult
learners that attend community colleges in the Mid-West. Therefore, the findings in this
study were limited to individuals who participated in the study and no inferences can be
made to the total population of adult learners attending community colleges.
Definition of Relevant Terms
An adult learner is defined as an adult twenty-five years of age or older who is
enrolled in an accredited academic program for the purpose of engaging in additional
education (Aslanian, 2006).
A non-traditional student is defined as an adult twenty-five years of age or older
who is enrolled in an accredited academic program for the purpose of engaging in
additional education (Aslanian, 2006).
A traditional student is defined as an adult between the ages of eighteen and
twenty-four who is studying full-time at an accredited academic program (Stokes, 2006).
An accredited academic program is defined as an educational program that
conforms to the scope of accreditation practice and its published polices, procedures and
criteria, and is consistent with and recognition provisions of the Secretary of the U.S.
Department of Education and the Council of Higher Education Accreditation (CHEA)
(CHEA, 2005).
Andragogy is defined as educational practices pertinent to adults (Clardy, 2005).

CHAPTER II
REVIEW OF RELATED LITERATURE
The concept of “adult learning” is complex and has evolved dramatically over the
past century (Cranton, 1994). Humans begin the learning process at birth and most
individuals continue learning throughout their lifetime. How much each individual learns
and the value of that knowledge varies greatly for each person (Crawford, 2004). Adult
learning is said to occur when individuals engage in sustained, systematic learning in
order to affect changes in their attitudes, knowledge, skills, or belief systems (Smith &
Pourchot, 1998, p. xi). While there are many scholarly definitions of learning, Jarvis
(1992) believes the most important aspect of learning is the depth of the processing of
skills and knowledge in which the learner is engaged. Learning is the cognitive, physical,
and/or knowledge acquisition and processing of skills and/or knowledge to varying
depths. The depth of one’s learning refers to the level of understanding, the ability to
manipulate, apply, or to communicate a skill and/or knowledge (Jarvis, 1992). Clark and
Caffarella’s (1999) definition of adult learning, which remains a common convention
among educational theorists today, define adult learning as those learners who have
completed mandatory public schooling by the age of eighteen (Crawford, 2004).
Initially, adult education was thought of as a means of liberating adults from the
oppression of illiteracy (Cranton, 1994). Before the 1940’s, formal education after the
age of fifty was considered by most people to be of little value to society since most
people did not work beyond the age of sixty or sixty-five unless financial situations
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warranted it a necessity (Crawford, 2004). Gradually, adult education was thought of as
a process of gaining knowledge and skills, and as a way to satisfy learner needs. Later,
adult education began to be seen as a process of critical self-reflection that had the
ultimate goal of leading to transformation (Cranton, 1994).
In the early 20th Century, social reformers explored ways to improve the lives of
newly arrived immigrants through community based education and development
(Dryfoos, 1998). Community education is a process where geographical communities
define their educational needs and develop specific programs to implement those needs.
Business, government and nonprofit agencies, foundations and higher educational
institutions often partner in the implementation process (Nance, Moore, & Lewis, 2000).
In the 1930’s, The Mott Foundation was responsible for promoting the concept of
Community Education in Flint, Michigan. Charles Manley and Charles Stewart Mott,
founders of the Mott Foundation developed educational programs for the children and
their working parents of Flint, Michigan, in vacant school buildings during the evening.
This became known as the “Lighted schoolhouses” of Flint. An editorial written about
these programs by Eleanor Roosevelt drew interest around the entire nation. Principles
from these programs such as; Lifelong learning opportunities for learners of all ages,
Optimum use of public educational facilities by people of all ages, and Partnerships with
business, industry and schools, are still in use today (Nance, Moore & Lewis, 2000).
The Mott Foundation continues to promote adult education at the state and local
community level, and subsequently, was joined by the Carnegie Corporation and the
Kellogg Foundation in a variety of adult and continuing educational activities (Mott,
2000).
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The post-World War II era and the GI Bill of Rights produced a marked shift in
the perception of adult learning. The GI Bill resulted in millions of veterans flooding
onto college campuses (Merriam, & Caffarella, 1999). Higher education became
available for the common citizen, not just for the wealthy individual. A generation of
adults began to take a lifelong approach to learning, which in turn increased the nation’s
economic productivity and improved the overall quality of life as well (Crawford, 2004).
Changing demographics within the United States has also greatly influenced
popular attitudes toward lifelong learning by adults. Life expectancy greatly increased
during the second half of the 20th century and it was generally assumed that upon
retirement age people would likely enjoy more leisure time, and not extend their working
careers. In the 1930’s, federal legislation set the retirement age for full social security
benefits at the age of sixty-five. This expected retirement age was taken from the 19th
century when people were expected to live only a few years beyond their working years.
Even though the life expectancy continues to increase dramatically, the 1930 legislation
has changed very little. During the years between 1946 and 1964 approximately
80,000,000 American children, known as the Baby Boomers, were born. With this huge
population of adults soon to retire, many researchers foresee a severe labor shortage. The
idea that people have the ability to work and learn as they grow older appears as an
extremely important concept from an economic standpoint (Crawford, 2004).
Obtaining a post-secondary education has become a bridge to a career in the
knowledge economy. For vast numbers of working adults, lifelong learning is a
necessary ingredient to attaining or retaining a position in the ever-increasing knowledge
sector of the economy. Many working adults may be required to return for further
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education due to occupational demands, professional certification requirements or a
perceived need to stay current with the rapidly changing work force demands
(Richardson & King, 1998).
Enrollment Figures of Post-Secondary Students
Recent figures from the U.S. Department of Education, National Center for
Education Statistics (2006). showed that the number of students under the age of 25
enrolled in degree-granting institutions increased by 31% between 1990 and 2004. The
rate of growth for students 25 or over rose by 17% for the same period. Enrollment
trends for 2004 to 2014 project a rise of 11% in enrollments of students under 25 with an
increase of 15% in the number of students 25 and over. The reader is referred to Table 1
for the total fall enrollment of degree-granting institutions in the United States, by age for
the years 1990 to 2002 and projected from 2005 through 2014.
Table 1
Total Fall Enrollment in Degree-Granting Institutions by Age 1990 Through 2014
1990

1995

2000

2002

2005*

2010*

2014*

14 to 17 years old

177

148

145

202

201

216

215

18 to 19 years old

2,950

2,894

3,531

3,571

3,705

4,067

3,951

20 to 21 years old

2,761

2,705

3,045

3,366

3,456

3,848

3,845

22 to 24 years old

2,144

2,411

2,617

2,932

3,143

3,384

3,686

25 to 29 years old

1,982

2,120

1,960

2,102

2,374

2,724

2,913

30 to 34 years old

1,322

1,236

1,265

1,300

1,290

1,399

1,573

35 years and over

2,484

2,747

2,749

3,139

3,181

3,178

3,287

Age

Total
13,819
14,262
15,312
16,612
17,350
18,816
19,470
Note. * = Projected student enrollment. Adapted from U.S. Department of Education, National
Center for Education Statistics. (2006). The condition of education 2006 (NCES 2006-071).
Washington, DC: U.S. Government Printing Office. Retrieved May 9, 2006 from
http://nces.ed.gov/pubs2006/2006071.pdf

19
According to the US Department of Education, 40% of all adults participate in
work-related formal education of some type, with business or industry providing half of
all the above-mentioned education (Kasworm, 2003). Nationwide, approximately 92
million students are considered adult learners, or those students who are 25 years of age
or older (Stokes, 2006).
The Adult Learner
While the stereotypical image of today’s college student is of an 18 or 22 year
old, studying full-time, living in a resident hall (CAEL, 2002), this “traditional”
undergraduate student accounts for only 16% of higher education enrollments with the
remainder being that of the adult learner (Stokes, 2006). In actuality:
•

40% of all students are enrolled part-time;

•

40% attend a two-year institution;

•

40% are 25 years of age or older; and

•

58% are 22 years of age or older (Stokes, 2006).
Adult students are typically thought of as students who are 25 years of age and

older, and most have returned to school after having been out of formal schooling for a
period of time. This population of students, adult students, currently makes up
approximately 50% of all college enrollments in the United States and represents a 50%
growth rate of adult students over the past 20 years (Aslanian, 2006).
Characteristics of the Adult Learner
According to the U.S. Department of Education, National Center for Education
Statistics (2006), adult learners often:
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•

have delayed enrollment into postsecondary education;

•

attend school part-time;

•

are financially independent of parents;

•

work full-time while enrolled in school;

•

have dependents other than a spouse;

•

are a single parent; and

•

lack a standard high school diploma or interrupted their formal education at some
point in their lives (CAEL, 2002).
In a nationwide survey completed by the College Board to describe adult learners,

100,000 households from all 50 states were screened to identify adults 25 years or older
who had returned to undergraduate and graduate programs (Aslanian, 2006). Some
characteristics found from the survey were:
•

60% of adult students were female with the typical student being a white, 33 yearold female who worked full time;

•

90% of all respondents reported their most important reason for returning to
college was to gain new competencies to enter, change or advance in their careers;

•

adult learners value learning that provides an immediate application to their daily
activities;

•

a major trigger/event such as divorce, loss of job, children leaving the home,
changing technologies, etc. initiated the return to school for adult students;

•

30% of all adult students enroll in school on a full time basis;

•

adult students select the faster paced courses as often as they select the 15 week
traditional length courses.
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•

adult students are not casual learners with 70% seeking degrees; and

•

undergraduate adult students are evenly split with 50% attending a community
college and 50% at a four year college (Aslanian, 2006).
Educational Models in the United States
The traditional model of education is rooted in the notion that education consists

of the transmission of knowledge within a relatively structured disciplinary framework.
Knowledge is thought to be stable and best disseminated through hierarchical processes,
from those who know, to those who do not know (McNair, 1998). Yet, most instructors
and/or teachers teach their students the way they themselves were taught, by standing in
front of the classroom, talking to the students (Caudron, 2000). Many adult learners
expect learning to be delivered in this traditional, authority based manner. They expect
the instructor to “teach” the material and they expect to simply absorb the “learning”
(Smith, 2005). While this style of teaching may be effective with pre-adult learners who
are patient, often resist participation and bring few expectations with them into the
learning experience; research indicates that adult learners are busy individuals who are
often impatient and demanding learners. They are goal and activity orientated learners
who need to take into account their personal perspectives and experiences which have
relevance in the direct application to their work (Caudron, 2000).
At the same time, within the educational paradigm there are teachers who assume
the subject studied is of primary importance, while the learner is of secondary
importance. In other words, the learner is secondary to what is taught. This perspective
is rooted in the idea that education is the transmission of knowledge, where the adult
learner perspective focuses on the individual, rather than the discipline. The adult learner
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perspective focuses on the circumstances of adult life, and views students as workers and
parents first and as students second. This perspective recognizes that the adult learner
brings with them into the classroom, many valuable life experiences and a greater
knowledge of themselves and their educational and personal needs. This perspective also
acknowledges that the adult learner has an inherent right to determine what they wish to
learn and how they need it to be taught (McNair, 1998).
Edward Lindeman, who wrote The Meaning of Adult Education in 1926, is
commonly accepted as the father of adult education (Merriam, 2001). Lindeman (1926)
believed adult education’s major purpose was to instill meaning into the lives of adult
students. This meaning is expressed in the goals learners set for themselves and the
things they strive to accomplish (Cranton, 1994). In 1928, Thorndike, Bergman, Tilton
and Woodyard published Adult Learning which approached the subject from a behavioral
psychological perspective, using timed tests on various learning and memory tasks. Such
tests, which often measured older students against younger students, tended to conclude
that the younger the age of the student, the better the student was at knowledge
acquisition (Taylor, Marienau & Fiddler, 2000). From his studies, Lorge (1944)
discerned that the test results reported by Thorndike, Bergman, Tilton and Woodyard had
more to do with adults’ lower level of education than to learner processing speed or rate
of learning. Lorge’s studies focused on adults’ ability to learn rather than on speed or
rate of learning, and were able to show that adults up to the age of seventy demonstrated
the ability to learn as well as younger adults (Brookfield, 1986).
This behaviorist approach to educational psychology continued up to 1968 with
the prevalent thought at the time being that most adults indeed continue their education
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after completing their normal school years (Clardy, 2005). Formal education is usually
thought of as the structured chronologically ordered education provided by traditional
primary, secondary, full time technical and higher educational systems. Informal
education is viewed as the continual process of the lifelong acquisition of attitudes,
values, skills and knowledge derived from individual’s daily experiences (Titmus, 1989).
Continued learning, whether informally, at home or during leisure; or formally, at work
or in an intentional educational experience, is commonly experienced by most adults
(Clardy, 2005).
The challenge of determining the best method of organizing and delivering the
educational experience to the adult learner is at the center of the adult educational
phenomenon (Clardy, 2005). During the 1950s, corporations began to develop and
provide a wide range of training and educational programs for their employees
(Stubblefield & Keane, 1994). The Adult Education Association was established in
1951, as an advocate for a comprehensive approach to adult education (Smith &
Pourchot, 1998). To meet this challenge, it must be determined if adults have unique
learning requirements and needs and if so, what are the best methods of providing adult
learners with educational experiences (Clardy, 2005).
Beginning in the late 1960s, Malcolm Knowles developed an approach to adult
education that addressed the previously stated challenges. Knowles proposed the need
for “a new label and new technology of adult learning” (Knowles, 1980, p. 351). This
became the andragogical model of adult education, which formed the basis for much of
adult learning theory (Knowles, 1980).
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Andragogy
Eugene Rosenstock, a German social scientist involved in the education of
German workers, realized that adult students needed to be taught in a different way than
children were taught. In 1921, Rosenstock wrote that adult education required special
teachers, special methods, and a special philosophy (Savicevic, 1999).
The first use of the word andragogy has been attributed to German Alexander
Kapp in 1833. Kapp used the word to describe Plato’s theory of education, which stated
that individuals continue to learn well into adulthood (Davenport & Davenport, 1985;
Draper, 1998). Derived from the Greek word aner (with the stem andr) meaning “man
not boy” (Knowles, 1980, p. 42), the term andragogy was used extensively as a branch of
education science in Europe throughout the 1950s. Dusan Savicevic, an adult educator in
Yugoslavia, was the first to discuss andragogy in the United States (Zmeyrov, 1998).
Edward Lindeman introduced the term “andragogy” into American educational
discussions as early as the 1920s (Davenport & Davenport, 1985). However it was
Malcolm Knowles, in 1968 that developed the andragogocal model of adult education.
Knowles describes the model as “the art and science of helping adults learn” in contrast
to pedagogy, the art and science of helping children learn (Knowles, 1984, p. 43). For
Knowles, adult educational procedures must be different than pedagogical procedures
due to the different learning characteristics and requirements of adults versus children.
These differences are not based upon the presumed learning capabilities between adults
and children rather they are based on differences in the nature and purpose of the learning
relationship. In pedagogy there is always a relationship where an adult assists a child in
becoming more mature. In an andragogical relationship an adult assists in the
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actualization and full development of another adult (Clardy, 2005). Table 2 compares the
teacher’s role in pedagogy and andragogy.
Table 2
The Role of the Teacher in Pedagogy and Andragogy
Function

Pedagogy

Andragogy

Program planning

Makes both content and
process decisions unilaterally

Works with students to
mutually agree to content and
process

Primary duty of teacher

Provide and manage the
content of the course

Guide the learning process

Assumptions about the learner

Insufficient background and
ability to learn content without
teacher

Valuable experience and
ability allow active learner
involvement

Participants

Captive audience and
compulsory attendance

Voluntary attendance

Affective reactions

Learner feelings about
experience not important

Learner feelings about content
and process are very important

Evaluation

Learner is unable to evaluate
the value of past learning

Learner is continually
evaluating the utility of past
learning and needs for further
learning

Assumptions about the teacher

The teacher is the expert and
authority

The teacher is a co-learner

Note. Adapted from Andragogy: Adult learning and education at its best? (p. 39) by A. Clardy,
2005, Towson, MD: Towson University. Retrieved from ERIC database. (ED 492132)

Knowles proposed a set of six assumptions about the differences between children
and adults as learners where adults were described as “autonomous, experience-laden,
goal-seeking, now-orientated, problem-centered individuals” (Knowles, 1985).
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The Six Assumptions of Andragogy
1. A self-concept of autonomy and self-direction. Adults are responsible for making
personal decisions in day-to-day life; in many cases the decisions that are made
also may affect others. Similarly, adult learners have an independent self-concept
and are assumed to prefer self-direction in determining the goals and outcomes of
their learning. The adult learner prefers autonomy, power and control in the
learning process.
2. A higher level of life background and experience. Adults bring a vast reservoir of
experience to the learning situation that should be capitalized upon. They also
value learning through direct experience. If the adult learner perceives a threat to
their self-concept and world view, they may become defensive and possibly
withdraw from the learning process.
3. The need to understand the reasons for learning something. Traditional teacher
imposed instruction is not effective. Adults must clearly understand the rationale
for what is being learned.
4. A learning motivation based upon personal need. Adults have learning needs
closely related to changing social roles within their personal lives and adults’
motivation to learn stems from personal needs within each learner. Adult learners
are presumed to become ready to learn when they experience a need to know or to
do something in order to perform more effectively.
5. A pragmatic orientation. Because adults typically enter the learning situation
after they experience a need in their life, they are presumed to bring a task or
problem-centered orientation to learning and are often interested in immediate
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application. This is in contrast to the subject-centered approach associated with
traditional, pedagogical approaches to education.
6. An internally driven motivation to learn. The andragogical model presumes that
although adults will respond to external motivators such as a job promotion, the
most potent motivators are internal. Adult participation in educational activities is
more a function of satisfying personal needs and issues, than meeting the
requirements that are externally imposed (Knowles, 1980).
Using these assumptions, Knowles offered that by making efforts to create an
adult classroom with an “adult” atmosphere, older students would more readily feel
“accepted, respected, and supported”, and that “a spirit of mutuality between teachers and
students as joint inquirers would be encouraged” (Knowles, 1980, p.47). Much literature
has been devoted to a corroboration of these ideas (Merriam & Caffarella, 1999;
Kasworm & Blowers, 1994; Pascarella & Terrenzini, 1991; Donaldson et al., 2000).
As with any theoretical behemoth, the pervading field of andragogy has, of
course, attracted a great deal of criticism over the years on two particular fronts. First,
there is the question of whether andragogy is a science, a discipline or a technology
(Henschke, 1998; Pastuovic, 1995). Davenport and Davenport chronicle the debate
surrounding andragogy, noting that over the years it has been called “a theory of adult
education, theory of adult learning, theory of technology of adult learning, method of
adult education, technique of adult education and a set of assumptions.” Hartree (1984)
complains that “it lacks a coherent discussion of the different dimensions of learning”
(p. 209). St. Clair (2002) noted the absence of a “how and why people learn,” Rachal
(2002) suggests that the lack of a research definition leads to mixed research results.
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The fiercer debate over andragogy relevance concerns its apparent blindness to
social context (Grace, 1996; Merriam, 1999; Pratt, 1993). Critics have found that
andragogy furnishes “little or no acknowledgment that every person has been shaped by
his or her culture and society, that every person has a history, and that social institutions
and structures define, to a large extent, the learning transaction irrespective of the
individual learner” (Merriam, 2001, p.7). According to Grace, (1996, p. 386) Knowles
never considered “the organizational and social impediments to adult learning; he never
painted the ‘big picture.’ He chose the mechanistic over the meaningful.” The context in
which we learn is “dynamic, changing, and polyrhythmic” (Alfred, 2003) (Sheared,
1994). As more writers believe that context plays a significant role in how we view our
selfhood and learning (Clark & Wilson, 1991; Jarvis, 1992; Pratt, 1991), andragogy has
been criticized for being grounded in the psychological tradition of adult learning
literature, in which learning is usually described as occurring internally, regardless of
one’s situation or background (Caffarella & Merriam, 1999). Pratt draws attention to
andragogy’s overemphasis on the power of “human agency,” which he notes, may fit in
well with the “naturally endowed” individual human rights and selfhood enjoyed in the
United States, but does not translate so readily to the sense of selfhood in mainland
Chinese citizens, for example (Pratt, 1993).
In response to the debate about universality, that all adults are one way and are
different from all children, Knowles was forced to revisit his initial framework. Merriam
notes how Knowles shifted his thinking between 1970 and 1980 moving from an
“andragogy versus pedagogy” position to representing them on a continuum ranging from
teacher-directed to student-directed learning. He acknowledged that a naturally curious
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child who is self-directing in his or her learning outside of school could also be more selfdirected in school (Merriam, 2001).
Adult Development
In order to better design adult learning experiences, educators and researchers
have examined the developmental nature of learning (Smith and Pourchot, 1998), since
many theories concerning adult learners and the learning process take into account how
adults change and develop across their lifetimes (Clark & Caffarella, 1999). A
developmental perspective is about documenting how adults change over their life time.
This development is not simply a function of the passage of years. It is the explanation
that attempts to account for changes in behavior, attitudes, values and self-perceptions
(Merriam, 1999). According to many researchers, the construct “development” is most
usually identified with a deep, fundamental and irreversible process (Halford, 1995;
Zimmerman, 1995).
Theories of adult development significantly affect adult learning theory and
practice. In order to provide a benchmark for understanding adult development, Merriam
and Caffarella (1999) developed a schema consisting of four lenses through which adult
development can be understood: biological/mechanistic, cognitive/psychological,
contextual/socio-cultural and integrative.
The Biological/Mechanistic Approach
The biological/mechanistic approach acknowledges that all individuals are
physical beings and will change physiologically by the natural aging process, the
surrounding environment, personal health habits, or by a possible accident or a disease
process. Biological aging inevitably brings about physical changes in adulthood. As
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early as their thirties, the average individual begins to experience physical changes such
as weight gain and vision and hearing loss (Mott, 1999). Other changes in sleep patterns,
dexterity and coordination, sexual activity, stamina and cognitive function have a
significant impact on adult psychological wellbeing which in turn affects adults’ ability
and desire to learn (Bee, 1996).
In the Western World, the life expectancy of adults has doubled in the twentieth
century (Brookfield, 1986). With the adult population in the United States living longer
and healthier lives, more are returning to continue their education for personal as well as
professional reasons (Mott, 1999). An appreciation of the biological perspective of adult
learners helps implementation of appropriate instructional strategies for aging
individuals, while at the same time not perpetuating negative myths about an age
ideology (Mott, 1999).
The behavioral/mechanistic approach can also be seen as viewing people as
machines where personal development is a response to an external force. According to
this approach an individual does not construct new knowledge, but instead absorbs
existing knowledge (Miller, 1993). Therefore, taking this approach into account,
development can be measured quantitatively (Wrightsman, 1994).
John Broadus Watson, considered by many to be the father of behaviorism,
believed that individuals are organic machines, and their personalities are a collection of
complex habits (Miller, 1993). Although Watson acknowledged that habits do change
over their lifetime, he believed most developed in regards to habit development during
the teen years and were set by the age of thirty (Baumgartner, 2007).
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Instructors who favor the behavioral/mechanistic approach provide their students
with plenty of opportunities for drill and practice. They positively reinforce learners with
praise, grades and at times small prizes. It is the goal of the instructor that students learn
the appropriate response through reinforcement and also develop good habits. Learning
is seen as additive in nature and builds upon pervious knowledge (Baumgartner, 2007).
The Cognitive/Psychological Approach
The cognitive/psychological approach focuses on the internal developmental
process of individuals and how the environment impacts the internal sense of self
(Merriam & Caffarella, 1999). The foundational concepts for the study of development
from the cognitive/psychological framework can be organized into sequential models and
life events and transition models of development (Merriam & Caffarella, 1999).
Sequential models. Sequential models also known as Stage/Phase Theories,
assume there are stages of development where changes in a skill or psychological
structure are systematic, sequential and qualitative. Each stage is thought of as being a
structural whole and as having its own logic (Bee, 1996).
Erik Erikson and Daniel Levinson, prominent stage/phase theorists, have had a
profound impact on the adult education field of study. Both Erikson and Levinson
believed the stages of development occurred in a fixed order and built over time, in other
words, were hierarchical in nature (Reeves, 1999). Erikson’s focus is the development
within the individual and believed that each stage of life required that the individual
master a particular psychological task. Development is seen as unidirectional where
present development builds on past development with a distinct endpoint (Baumgartner,
2007). Each stage adds to and subsequently influences all other stages (Reeves, 1999).
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Levinson focused primarily on the boundary between self and society and defined
the life structure of an individual as the pattern of a person’s life at any given time
(Perlmutter & Hall, 1992). Levinson saw individual development consisting of
progression through periods of relative stability which he called structure building that
were interwoven with periods of transition which he thought of as structure changing.
An individual’s relationship with other persons, groups, institutions, cultures, objects or
places, gives “shape and substance to the life course (Levinson, 1986, p. 6). Each of the
stable periods requires the individual to accomplish certain developmental tasks and life
issues central to the evolution of the specific period. When a task ceases its primacy and
new tasks arise, a new period emerges. Periods of transition provide a time to question
and reassess, and search for new possibilities. These transition periods usually last about
five years (Rice, 1992). Both Erikson and Levinson view human behavior as essentially
universal and biologically driven (Baumgarten, 2007).
Life events and transitions. A second group of theories, the Life Events and
Transitions theories, highlights how social or life events shape an individuals’ life
(Baumgarten, 2007). Transitions are the anticipated or unanticipated events that alter an
individual’s life. It is the psychological process individuals go through when attempting
to come to terms with a new situation (Bridges, 1991). Examples of transitions are when
an individual gets married, gets divorced, loose a job, retires or has a child. The more the
event alters the adults’ roles, routines or relationships, the more powerful the transition
(Sargent & Schlossber, 1988). Anticipated transitions such as getting married or having
children produce less psychological stress than do unanticipated transitions, such as an
automobile accident or unexpectedly losing a job (Bee & Bjorkland, 2000).
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For many people, the act of learning may be thought of as a coping response to a
significant life change. The more profound the event in an adult’s life, the more likely it
will produce learning opportunities (Zemke & Zemke, 1995). Adult development can be
seen as the continuous journey through increasingly complex levels of development
(Mezirow, 1991). Adult learners’ receptiveness to new information may be based on
their life stage or type of transition they are currently or have recently experienced.
Adults often decide to further their education during a time of transition (Daloz, 1986).
When viewing adult learning through the psychological/cognitive framework,
where adults are active participants in construction of knowledge and their own
development, it is productive for instructors to encourage critical reflection and open
classroom discussions (Baumgartner, 2007).
Contextual/Socio-Cultural Approach
Within the Contextual/Socio-Cultural perspective, the social and cultural contexts
of our lives are considered the primary force that generates change and growth in the
adult development process (Clark & Caffarella, 1999). This approach states that adult
development can only be understood within the socio-historical context in which it
occurs, (Miller, 1993) since all individuals are a part of, not separate from the context in
which they live (Baumgartner, 2007).
Russian educational psychologist, Lev Vygotsky born in 1896, is best known for
his social development theory of learning. This theory suggests that people experience a
lifelong process of development that is dependent on social interaction. This social
interaction creates social learning, which in turn, produces cognitive development.
Vygotsky views the development process as beginning at birth and continuing throughout
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an individual’s entire lifetime. He sees this process as being too complex to be defined
by a set of stages (Driscoll, 1994). Vygotsky focused on interconnections between
individuals and the environmental context in which they interact in shared experiences.
Vygotsky’s theory suggests highly varied development in individuals is due to their
diverse cultural environments since different cultures emphasize different things
(Crawford, 1996).
The Contextual/Socio-Cultural approach suggests that social-cultural elements
such as race, class, gender, ethnicity and sexual orientation are a contributing influence
on adult development (Cross, 1995; Kroger, 1997; Merriam & Caffarella, 1999). Baxter
Magolda concluded in a 1992 longitudinal study of male and female college students that
there were gender-related patterns in how both genders reasoned and what they valued in
the teaching and learning experience (Taylor, Marienau & Fiddler, 2000). Racial and
ethnic identities are critical elements in the overall framework of individual development.
Many minority individuals experience difficulties in learning environments that have
been constructed within an ethnic base different from their own (Chavez & GuidoDiBrito, 1999).
Taking into consideration these contextual factors, it is of value to understand
how these factors influence individual development and how the intersection of race,
class, gender, sexual orientation and ethnicity impact adult development (Clark &
Caffarella, 1999). Many researchers believe that the interaction of these factors, rather
than a single factor is what creates the most profound effect on adult development
(Baumgartner & Merriam, 2000; Etter-Lewis & Foster, 1996; Johnson-Bailey, 2001).
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The Contextual/Social-Cultural approach would suggest the use of guided
learning where the instructor and the learner are both active participants in the learning
process. This approach views observation and collaboration as essential components in
the learning process (Schaffer, 1994). Instructors who choose this approach encourage
students to critically question societal inequalities and to foster cultural awareness by
designing collaborative and individual tasks, encouraging reflection, and open classroom
discussions (Clark & Caffarella, 1999).
The Integrative Approach
The Integrative approach recognizes that adults are too complex to be viewed
through only one of the frames discussed previously. Instead, a more holistic perspective
is taken when the Integrative approach is used to examine how the biological,
psychological and socio-cultural aspects of adult development intersect and influence
each other (Clark & Caffarella, 1999). Intertwined with the physical passage of time are
the historical context and the social expectations of the specific culture in which one lives
(Merriam, 1999).
In Perun and Bielby’s (1980) integrated model of development, the adult’s life
course is seen as changes that occur on several levels across time. Changes that occur
follow their own specific timetables. Some of the possible changes could be physical
changes, family life cycle changes, work role changes and emotional changes. The
greatest stress within the individual is produced when changes occur asynchronously
(Perun & Bielby, 1980).
Elizabeth Tisdell (1999) writes that spirituality is about how people construct
knowledge through images and symbols, which in turn connects the individual to history
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and to other people. This connectivity then leads to the development of moral
responsibility. Tisdell believes there is a distinct tie between culture and spirituality.
Spirituality is the search for meaning that creates coherence in the lives of adults (Tisdell,
1999).
Instructors who view spirituality as a connection to other people and to something
larger than oneself often espouse the integrated approach to adult development (Palmer,
1999; Suhor, 1999). They value the promotion of student growth intellectually,
physically, emotionally, aesthetically, as well as spiritually (Miller, 1999). These
instructors also are more apt to incorporate learning activities that address different types
of intelligences in the instruction. The theory of multiple intelligences states that there
are seven different kinds of intelligences: linguistic, logical-mathematical, and musical,
bodily kinesthetic, spatial, interpersonal, and intrapersonal (Ross-Gordon & Jovita,
2003).
Those adopting this framework recognize the value of the utilization of various
instructional strategies to connect students to the course content. After a student has
engaged in a project, they may become encouraged to journal their feelings and issues
concerning their completed work and then to analyze the entire situation (Brown, 1999).
Writing stories, discussion, creating artwork, visualization and meditation are also
effective techniques to encourage development which are used in this frame
(Baumgartner, 2007).
Theories of adult development help to explain how an adult’s life-course unfolds
and the meaning that can be given to the various aspects of that unfolding. Adult
development theories are intricately connected to and provide valuable insight to adult
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learning theories (Clark & Caffarella, 1999). Since many learning practices utilize drill
and practice, learning by rote, or memorizing and repeating ideas and explanations
developed by other people, learning is often associated with a superficial, simplistic and
reversible process (Smith & Pourchot, 1998).
Intelligence and Adult Development
Researchers became interested in the nature of intelligence, indeed whether adults
could, in fact, learn new ideas and ways of processing information (Merriam, 2001).
Woodley (1984) questioned older adults’ capacity for learning and indicated there was a
decrease in both memory and mental flexibility as individual’s age. Similarly, Wheeler
and Birtle (1993) suggested adults may be at a disadvantage when competing with
younger students concerning the speed they were able to work and their retentive
capacities. While older adults may complain about the deterioration of their memory,
these complaints may not be substantiated in terms of objective memory performance.
Older adults may be experiencing a particular type of memory failure and are actually
exaggerating their previous memory ability in order to conform to societal expectations
about the adverse effects of aging. Societal stereotypes frequently ascribe memory
failures in an older person to intellectual impairment, yet memory failures in younger
people are most often ascribed to a lack of attention (Richardson & King, 1998).
There are many definitions of and academic views on intelligence. One notable
definition of intelligence by Merriam and Caffarella states that “intelligence has been
most often studied from a psychometric tradition which assumes that it is a measurable
construct” (Merriam & Caffarella, 1999, p. 170). There are many other views,
specifically the views of researchers who look at intelligence as information processing,
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contextual perspectives, as well as practical intelligences (Merriam, 2001). Early forays
into adult learning theory worked from the premise that as individuals become older, they
become less receptive to the acquisition of new information (Merriam, 2001).
In the early part of the 20th century, intelligence theory and assessment
instruments primarily were used as a method of predicting the school success of children
and young adults. Intelligence testing was developed for young and middle-aged adults
during the early 1920’s, which led to the widespread acceptance of college and university
reliance upon intelligence tests in the selection process of student applicants. The current
scholastic assessment tests (SAT) and the American College Testing Program (ACT)
significantly resemble this early predecessor, the 1920 adult intelligence test. While
these test instruments may be useful predictors of academic success in college, they
inadequately take into account the differences between adolescent and adult intelligence.
The differences between adolescent and adult intelligence are best understood by looking
at the contrast between process and knowledge components of intelligence (Acherman,
1998).
The first modern procedures for assessing intelligence developed by Benet and
Simon (1905) distinguished between two different assessment approaches. These
differences were identified as the psychological and the pedagogical methods. The
psychological method, predominately used in the intellectual assessment of children,
looked at aspects of intelligence believed to be less influenced by cultural privilege. The
Benet-Simon formula that measured memory, reasoning, and following directions were
viewed as process measures. These measures have, over-time, been shown to effectively
predict elementary and secondary school success and have shown to be less effective in
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predicting postsecondary academic success. They are considered even less effective in
predicting occupational success (Ackerman, 1998).
Benet and Simon’s (1905) pedagogical approach evaluates intelligence by
assessing what the individual knows. In other words, it measures the knowledge that is
specific to the individual, each from different educational and experiential backgrounds.
Essentially, the pedagogical approach focuses on the context of the intelligence possessed
by individuals (Ackerman, 1998).
In the 1940’s, Hebb (1943) began mapping intelligence theory to adult
development. Hebb described two different types of intelligence. He called the first
Intelligence A, which he saw as being a process or physiologically based intelligence.
The second intelligence type was called Intelligence B, which Hebb thought of as more
cultural/educational/experiential (Ackerman, 1998). Cattel (1987) also described a
division in intelligence that he called Fluid Intelligence and Crystallized Intelligence.
Fluid Intelligence was seen as innate and physiological, which includes memory and
abstract reasoning. Psychologists today think of Fluid Intelligence as the available
central capacity for information processing (Richardson & King, 1998). Fluid
Intelligence is considered important in childhood development and learning and
decreases in importance as an individual reaches adulthood. Crystallized Intelligence is
determined by educational and experiential influences, also described as cognitive
expertise, or wisdom. Crystallized intelligence shows little or no decline with age and
within healthy individuals is maintained well into adult middle life. Crystallized
Intelligence can also be thought of as wisdom that enables adults capable of the
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interpretive, contextualized and relativistic conceptions of learning which in turn produce
genuine intellectual development (Richardson & King, 1998).
The main problem with Cattle’s adult learning theory has been the rather small
number of knowledge domains studied. Cattel acknowledged the immense problem of
assessing the diverse and specialized domains of adult knowledge. He stated that either a
test must be developed for each adult knowledge domain or researchers would have to
concentrate on knowledge that had been obtained in adolescence (Cattel, 1987). Cattel’s
theories remain the implicit rationale for the design of general entrance examinations
such as the SAT and the general portions of the Graduate Records Examination (GRE),
required for college and university admissions (Ackerman, 1998).
Intelligence assessments based on a combination of process measures and
knowledge acquired in high school account for little or no knowledge or skill adults
acquire through their diverse work related experiences. Consequently, adults tend to
perform more poorly on standard intelligence tests than high school students (Ackerman,
1998). Tests originally designed for the assessment of adolescents or young adults are
likely to be of limited practical significance in assessing the intellectual abilities of older
adults (Richardson & King, 1998).
Research in the fields of cognitive science and artificial intelligence demonstrates
that knowledge is a critical component of both learning and performance (Alexander,
Kulikowich, & Schulze, 1994). Researchers in this field believe that the knowledge an
individual possesses is the greatest determinate for success or failure in a person’s ability
to accomplish intellectual tasks. An individual’s prior knowledge, rather than the number
of new facts, or the speed of abstract reasoning, is the fundamental component of
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intelligence. Yet, a substantial portion of intelligence assessment instruments is made up
of abstract reasoning questions (Anastasi, 1982). Although the field of knowledge
acquisition and maintenance for adults is relatively new, available studies indicate that
adults often accumulate occupational and avocational knowledge well into late
adulthood. When assessment instruments focus on knowledge only, there may be an
advantage for adults. However, when assessment instruments concentrate on process
only, there may be an advantage for adolescents and young adults (Ackerman, 1998).
There are assessment instruments available that assess specific knowledge,
however, an instrument that can gauge where an individual places on the knowledge
components of intelligence has, to date, not been developed (Ackerman, 1998). To
adequately assess the divergent areas of knowledge across the entire adult population,
many tests would need to be developed (Cattel, 1987).
An individual’s motivational skills also contribute to the likelihood of success in
the acquisition of knowledge and skills. Ackerman identifies two major sources of
motivation skills, Emotion Control and Motivation Control. Emotion Control refers to
the skills an individual utilizes to remain focused on difficult and new tasks, which may
present frequent frustrations and failures. Learners who experience a lack of Emotion
Control divert attention away from the learning task and focus on emotions, such as
worry and evaluation apprehension (Ackerman, 1998).
Instructional strategies such as scaffolding of instruction and providing a nonthreatening learning environment help ameliorate Emotion Control. However, studies
suggest the best method for avoiding Emotion Control problems is the presentation of
new information in the context of knowledge already available to the learner. Matching
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instruction to special capabilities and needs of adult learners is the most salient issue in
avoiding Emotion Control issues in adult education (Ackerman, 1998).
Motivation Control refers to an individual’s ability to persist at a task until
mastery has been achieved after a nominal level of learning is reached (Ackerman, 1998).
Learners with Motivation Control skills develop a “mastery” orientation, which in turn,
may help determine which learners become experts in a variety of intellectual domains
(Ericsson, Krampe, & Tesch-Romer, 1993).
Adult development theories suggest adult instruction must move away from the
current process based approach toward a knowledge-based approach. Educational
experiences for the adult learner need to be tailored toward the particular attributes of the
learner while at the same time take into account the learner’s emotion and motivation
control skills. It is especially important that age related decreases in process related
intelligence and increases in knowledge related intelligences be taken into consideration.
Instructional strategies should minimize rote learning of new facts which require process
abilities and maximize the degree which new material builds upon existing knowledge
possessed by the adult learner (Ackerman, 1998).
Adult Learning
The purpose of education is to promote learning (Caudron, 2000). Learning is
best viewed as a continuum rather than as an “either-or” proposition. A learning
continuum refers to the level of thinking a student engages in during the learning process.
In other words, a learning continuum can be thought of as how deeply students involve
and commit themselves with the learning process (Jarvis, 1992).
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One end of the continuum may be thought of as non-reflective learning, rote or
surface level learning; while the other end may be thought of as reflective learning, deep
level processing. There are various degrees between both end points of the learning
continuum. Non-reflective learning requires memorization and the ability to perform
simple tasks that require little thinking on the part of the learner. Reflective learning
requires understanding the “why” of the knowledge and skills and requires far more
cognitive capabilities (Jarvis, 1992).
When viewing learning on a continuum, it stands to reason that teaching need also
be viewed on a continuum. At one end of the instructional continuum there is the
traditional teacher-centered approach while at the other end of the instructional
continuum is the learner-centered approach. The teacher- centered approach is thought of
as pedagogy while the learner-centered approach has come to be known of as andragogy
(Monts, 2000). The pedagogical, teacher-centered approach utilizes directed learning
instructional methods. Lectures, drills, memorization, questions and answers, and
immediate feedback characterize this approach. The instructor is responsible for
establishing learning objectives and assessment of skills and/or knowledge. The
andragogical, learner-centered approach utilizes facilitated learning instructional
methods. Independent projects, discussions, and critical thinking characterize the
facilitated learning approach. The instructor functions as a resource and guide, while the
student sets the learning objective with help from the instructor (MacKeracher, 1996).
There is also a middle ground between the opposing poles of directed learning and
facilitated learning, which is characterized by guided discussions, group work, and
problem based learning. Here the instructor negotiates the learning objectives with the
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student and the assessment becomes a collaborative effort to some extent (Crawford,
2007).
During the 1980s, many influential educators came to the belief that the
distinction between pedagogy and andragogy may be misleading. They found that many
children functioned well when a facilitated-learning approach was used, and some adults
preferred the more pedagogical structured, direct-learning classroom setting. Taylor,
Marineau and Fiddler (2000), offer the idea that the major distinction between directed
and facilitated learning is the objectives of each approach. At one end of the continuum,
directed learning seeks to transmit surface skills and/or knowledge from the teacher to the
student. On the other end of the continuum, facilitated learning seeks the facilitation of
deeper processing of skills and/or knowledge with the guidance of the teacher (Taylor,
1986).
The four main approaches to education currently guiding adult education are:
Self-directed Learning, Transformative Learning, Experiential Learning, and
Contextualized Learning. While the four approaches tend to overlap to some extent, they
are described here as distinct types of instructional approaches. All four approaches
taken in totality are commonly referred to as facilitated learning.
Self-Directed Learning
In the 1970s, supporters of the facilitated-learning approach suggested that
educators needed to consider and adjust instructional methods to meet the needs and
expectations of learners. It was suggested that learning needed to become a more
collaborative event between student and teacher. Learners needed to be appreciated for
what they brought to the learning experience, for their ideas as individuals and for their
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life experiences. Students needed to be encouraged to become involved in their learning
which was also seen as being self-directed (Barer-Stein & Draper, 1988).
By the 1980s, it was estimated that 70% of all adult learning was self-directed to
some extent (Cross, 1987). Knowles, 1980, argues that as individuals become adults a
dramatic change occurs to their self-image. Adults move from being full-time students to
individuals with many other responsibilities. This change creates a more self-directed
personality, which produces a need for others to view them in a more self-directed
manner (Crawford, 2004).
Self-directed learning can best be seen as a process in which learners take the
initiative in diagnosing their own learning needs, selecting and implementing learning
strategies best suited to their specific learning needs and evaluating their own learning
outcomes (Knowles, 1975). Self-directed learning occurs when the learner, instead of the
instructor or institution controls both the learning objectives and the means of learning.
It, essentially, depends on who decides what is learned, what methods and resources are
used and how success is measured (Lowry, 2006). Reybold (2001) suggests that a
learner-centered, self-directed approach noticeably reduces learner anxiety by
encouraging learner ownership of the learning process.
While approximately 90% of all adult learners engage in at least one self-directed
learning activity each year, the typical adult learner engages in five self-directed learning
activities, and spends an average of 100 hours per project (Lowry, 2006). Brookfield
(1985) cautions that some adults may lack the independence, confidence, or resources to
meaningfully engage in self-directed learning. This in turn, leads them to feel
uncomfortable engaging in the self-directed learning experience. Even adult learners,
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who do enjoy the self-directed learning option, engage in more formal teacher-directed
courses as well.
In the self-directed learning approach, learners assess their own learning needs
and set their own learning goals. If this level of self-directedness is not possible, learners
at least need to completely understand and commit themselves to the learning objectives
that have been established by the instructor or academic institution (MacKeracher, 1996).
Given the necessity of maintaining institutional academic standards, there are only
degrees of academic self-directedness actually possible. Self-directedness must be seen
on a continuum due to the impossibility of freely choosing among objectives unless all
objectives are known and available to all learners (Mezirow, 1978).
Transformative Learning
Mezirow (1978) introduced a new adult learning theory of transformational
learning, which he described as a pathway to change, growth and development over time.
The concept of transformation implies a radical change takes place that ultimately shapes
the individual by questioning underlying assumptions and fundamental rethinking of
what is believed to be true (Clark, 1993). According to Mezirow (1991) adult
development is at the heart of transformational learning. Since adult learning and
development are connected experiences, it follows that learning promotes development,
which in turn, encourages further learning (Clark, 1993).
An individual’s values, beliefs and assumptions compose the lens through which
meaning is made from life experiences. Transformational learning replaces existing
perspectives and meanings with a new perspective, one that is more accommodating of
new experiences, in other words, more reflective. The goal of transformational learning
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is to foster independent thinking and to achieve greater autonomy in the adult thinking
process (Merriam, 1999).
The key to transformational learning is the ability to critically reflect on one’s
experiences. Simply having an experience is not enough to produce a transformation.
The transformational value comes not from the experience itself, but from the process of
reflecting on the experience (Merriam, 2001). Mezirow believes there are three different
types of reflective experiences. First, there is content reflection, which is the thinking
about the actual experience itself. Second, there is process reflection, which consists of
thinking about how one handles the experience. Third, there is premise reflection, which
involves the examination of assumptions, beliefs and values about the experience. Of the
three types of reflective experiences, only premise reflection produces transformational
learning. The transformational process always involves a critical reflection upon the
long-held, socially constructed premises that sustain our structure of expectation.
Therefore, transformational learning can only occur if it involves a fundamental
questioning and reordering of how one thinks or acts (Mezirow, 1991).
In contrast to Mezirow’s contention that critical reflection is central to
transformational learning, more recent studies conclude that critical reflection was
granted too much importance, that transformation is not totally rationally driven (Taylor,
1986). Boyd and Meyers (1994) view transformational learning as an intuitive, creative
and emotional process, where the resolution of a personal dilemma combined with the
expansion of consciousness results in greater personality integration. Boyd and Meyers
share with Mezirow the view that transformational learning is more psychosocial in
nature than rational in nature (Imel, 2002).
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Kegan (1994) believes that transformational learning helps adult students more
fully integrate into their lives the basic facts and skills gathered during the learning
process. Instructional strategies can facilitate transformational learning by encouraging
discussion groups that build relationships among students where tension and dissent can
be explored safely (Cranton, 1994).
Experiential Learning
Experiential Learning Theory suggests that adult learning is more effectively
processed at deeper levels when the instructional material is experienced directly rather
than passively. In other words, while students take in information through their senses,
they ultimately learn by hands-on doing. Leaning is more than a simple physical activity;
it is the deep processing of knowledge through experience, reflection, experimentation
and application (Dinmore, 1997).
In the early 1980’s, Mezirow, Freire and other learning theorists began to believe
that the essence of all learning lay in the way learners processed their experiences. Of
particular interest to the researchers was the critical reflection of the experience
(Brookfield, 1990). Learning began with an experience. Learners reflect upon this
experience, which leads them to an action that then becomes a concrete experience for
further reflection. This process becomes an experiential learning experience (Yorks &
Kasl, 2002).
David Kolb’s Theory of Experiential Learning further refined the concept of
reflection. He divided the concept of reflection into two separate learning activities,
perceiving and processing. Kolb describes a four-set learning process; watching,
thinking, feeling and doing. First learners perceive the information. Second, learners
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reflect on how the information impacts some aspect of their life. Third, learners compare
how this information fits into their previous experience. Fourth, learners determine how
this information offers new ways to think and behave. Learning requires more from the
learner than to simply see, hear and move. The learner must be able to integrate what
they sense and think about what they feel and how they behave. Without this integration,
learners remain passive participants. Kolb claims that passive learning does not engage
higher brain functions or stimulate senses to the level where instruction is integrated into
existing personal schemes (Kolb, 1984). Experiential learning claims that learning must
be more active since active learning results in longer-term recall, and synthesis and
problem-solving skills (Gibbs, 1988).
Contextualized Learning
Contextualized learning is the process in which learning is framed within the
context in which it will be used. Instead of teaching knowledge and/or skills separately
from their context, contextualized learning starts with real-life contexts and integrates
these contexts into the learning process. The focus of contextualized learning is on the
application rather than on the possession of knowledge and/or skills (Merrifield, 2000).
The concept of contextualized learning is not new when applied to the field of
adult education. As early as the 1940s, the United States Armed Forces had begun to
contextualize the instruction of soldiers to reflect their practical life experiences (Sticht,
1997). The development of instruction based on the immediate needs of the learner while
also taking into account the importance of knowledge and/or skills that transfer to various
contexts, has been advocated by adult educators since the 1970s (Mikulecky, Ablers &
Peers, 1994). The process of adapting what has been learned in one context to new
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situations is known as transfer of learning. Many teaching approaches test students on
memorized facts, yet knowledge learned at the rote memory level rarely transfers
(Donovan, Bransford & Pellegrino, 1999). Learning transfers from one context to
another most effectively when the learner not only understands the basic facts but also is
able to connect the information to their own frame of reference. Advocates of
contextualized learning claim that learning occurs only when learners process new
knowledge and/or skills in ways that makes sense to the learner’s own inner world of
memory, experience, and response. This learning approach assumes that learners
naturally seek meaning in the context or environment in which the learner functions, by
forming relationships that make sense and appear useful to them (Hartman, 2001).
Contextualized learning attempts as closely as possible to simulate the actual
environment in which the application of knowledge and/or skills occurs. Instructional
materials should include discussions and role-playing using real-life materials. Such an
approach increases the adult learners’ interest, motivation and satisfaction with their
instruction due to the fact that learners are able to visualize how the newly acquired skills
can be used in their lives (Grubb, 1996).
Summary
Scholarly research in the field of adult education has greatly increased during the
twentieth century (Dinmore, 1997). Malcolm Knowles’ andragogical model of adult
learning has become the basis for much of the adult learning theory which posits that
adult learners have special needs and requirements when compared with children and
adolescents (Nesbit, 2001). Adult learning theory and principles provide framework for
examining and understanding adult learning experiences and can also recommend
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meaningful, effective and andragogically sound guidelines for adult academic
experiences (Cross, 1995).
Institutions of higher learning are being challenged to meet the demands of the
emergence of adult learners as a major constituency. As the number of adult students
continues to grow, universities and colleges will increasingly be called upon to
acknowledge, accommodate and respect the concerns and interests of non-traditional
adult students. As universities accept more adult students, they must become more
knowledgeable and respectful of what adult students want, need and respect (Nesbit,
2001).

CHAPTER III
METHODS
The overall purpose of this study was to determine whether selected immutable
and conditional variables influence the perception of adult learners concerning the
educational experience they received in a Midwestern Community College. As discussed
in the Review of the Literature, colleges and universities need to objectively obtain a true
picture of the reality of their students’ perception pertaining to their educational
experience. By looking for evidence-based findings derived from research, colleges and
universities will be able to develop programs that are designed specifically to address the
needs of adult learners.
Research Design
This quantitative research study utilized a non-experimental (also called an ex
post facto) design. Essentially, the phrase ex post facto means “after the fact”
(McMillan, 2004). An ex post facto research design takes the dependent variable (the
effect) and examines the data retrospectively to investigate causes, relationships or
associations, and their meanings (Cohen, Manion & Morrison, 2007). In this regard, this
study examined the effect of a naturalistically occurring treatment after the treatment had
already occurred. Even though there was no manipulation of the independent variable,
comparison of group difference was made on the dependent variable to examine whether
one or more preexisting conditions may have caused subsequent differences between
subjects who experienced different types of conditions (Fink, 2003).
52
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Ex post facto designs are commonly used in education, social and psychological
studies where the independent variable or variables are not within the researcher’s control
and where the researcher must, by necessity, rely on existing groups. The ex post facto
design yields useful information concerning the nature of naturally occurring phenomena
and may also be used as a valuable exploratory tool (Cohen, Manion & Morrison, 2007).
An ex post facto design will be able to show a correlation between factors;
however, a weakness of the ex post facto design is that it is not able to establish cause and
affect relationships. Another weakness in the design is that the results would be limited
in its ability to generalize beyond the population in question (Gay, Airasian, 2003).
Research Procedures
Selection of Participants
The participants in this study consisted of the entire population who attended
summer semester of 2010, at a satellite campus of a Midwestern Community College.
The satellite campus is twenty-two miles south of the main campus, with students who
have similar demographic characteristics as those students who were enrolled on the main
campus. The only known exception is that there are a slightly higher percentage of adult
learners at the satellite campus than there are at the main campus (B. Craig, personal
communication, March 4, 2010). Every student who attended the last week of summer
semester 2010 was administered the survey with full compliance, meaning every student
was asked to participate in this study and all the students filled out a survey instrument.
Since the entire population of the satellite campus was surveyed, there was no need to
employ sampling procedures.
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Methods of Data Collection
A self-reported questionnaire was used due to its cost effectiveness, ease of
inputting information and providing feedback (Fink, 2003). All questionnaires were
completed during the last week of the 2010 Summer Semester and retrieved by the
researcher at the end of classes that week.
Permission to administer the survey instrument was obtained in writing from the
Executive Dean of the satellite campus. Prior to administering the survey instrument, the
Executive Dean, the researcher and the college faculty met in order to provide
information to the faculty about this study and ask for their assistance in disseminating
the questionnaire to their students during their class period. A brief power point
presentation was used to help illuminate the purpose of this study. The presentation
included an introduction, problem statement, significance of the study, and assurance of
confidentiality of respondents’ response. Following the power point presentation, faculty
members allotted time to answer any questions. The researcher emphasized that this
study in no way was a critique on the individual teaching performance or ability of
faculty members. The study asked subjects to evaluate their educational experiences at
the college in its totality, and not the specific class where they took the survey.
To ensure a high rate of response, the survey instrument was administered within
a classroom to the entire adult learner population in each specific classroom. This
approach was used to generate a higher rate of response than a typical mailing of a survey
instrument (Glass & Hopkins, 1996). The Executive Dean of the college presented the
survey instrument to the students during the last ten minutes of the class. Subjects may
have been enrolled in more than one class during summer semester; therefore, subjects
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were asked to respond to only one survey and return any unused survey instrument to the
Executive Dean. Identical procedures were used in every classroom setting.
A cover letter was attached to the front of each survey (see Appendix B). The
survey cover letter explained the purpose of the study, emphasizing its importance and
significance, therefore encouraging cooperation by the respondents. Students were
informed in the cover letter that taking the survey instrument would be completely
voluntary, that they would be under no obligation to participate in the study, and that they
had the opportunity to withdraw during the administration of the survey at any time by
simply handing the survey to the Executive Dean. Anonymity and confidentiality of
responses were assured. Respondents were also assured that their instructor and the name
of the college and the names of the students would not be released, or otherwise reported.
At the top of each questionnaire, subjects were again reminded that all information would
be handled in the strictest confidence.
Completed questionnaires were placed in a plain unmarked envelope, which was
sealed by the Executive Dean after all subjects had completed the questionnaire. The
sealed envelopes were turned in to the Executive Dean of the college who kept them in a
locked file drawer until they were picked up by the researcher. The researcher was the
only person to come in contact with the original survey instrument. Participants were
informed that they would be provided a copy of the study, by email, upon its completion.
If they wished to receive a copy, they were able to contact me at my email address,
triscorp@hotmail.com, and the investigator would respond promptly to their requests.
This information is in the cover letter to the questionnaire.
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Instrumentation
This study takes the position that adult learners are experts based upon experience
they have received as to whether or not their educational instruction has been able to
make connections between the course content and their own personal experiences and
needs. Therefore, a survey instrument was administered to adult learners, who attended a
community college, about their level of satisfaction with their experiences. The purpose
of the questionnaire attempted to determine how each person felt about or experienced
his or her educational experiences
Demographic questions, 1 through 11, were adapted from The Kennesaw State
University 2005-2006 Adult Learner Programs Needs Assessment Survey. Question
number 12 was adapted from a survey administered in 2001 to the adult learners at Palau
Community College in Koror, Palau (Timarong, Temaungil & Sukrad, 2001). Questions
13 through 17 were adapted from the National Learner Satisfaction Survey (2003-04)
developed for The Learning and Skills Council (LSC) in the United Kingdom. Since the
instrument used in this study was developed by the researcher and adapted from other
instruments, reliability was not tested. However, after the survey instrument was
developed, face validity was attained by a review of the survey instrument by
professional colleagues and university professors (Ravid, 2005).
The survey instrument consisted of 17 items and can be seen in Appendix C.
Demographic information was used to develop frequency distributions about the
respondents. Question 17 answered the question of what factors predict the satisfaction
levels of adult learners. The independent variables were those factors that influence or

57
predict an outcome. The dependent variable was the satisfaction levels of the
respondents, or the variable that was affected (e.g., the outcome variable).
Questionnaire Design Issues
•

The questionnaire was reasonably short, and took approximately 10 minutes
to complete.

•

The questionnaire had a short clear introduction on the top of the first page.
Confidentiality was addressed and ensured, instruction on how to mark the
answers and where to return the questionnaire was included in the
introduction.

•

Each question was clearly numbered and designed to fit on the page so that
the respondent was able to see the order to the questions.

•

Instructions on how to answer each question appeared in each question text
and was accentuated by italics and highlighted in yellow.

•

All questions were relevant to each respondent; therefore, there was no need
for routing of questions.

•

Questions allowing respondents to write in answers were ensured adequate
space for responses.

•

A Likert scale from one to ten (1, 10) with one being the highest (support for
the concept implied in the factor name) and ten the lowest (support for the
opposite concept), was used to identify satisfaction levels of respondents.

•

A “don’t know” response choice was included.

A pilot test was conducted with eight adult learners currently enrolled in college.
Students participating in the pilot testing were asked to read all the directions and
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complete the survey. When they were finished taking the instrument, they were asked to
comment on the clarity and format of the survey. They were specifically asked:
• Are the instructions adequate?
• Are there any typographical errors or misspelled words?
• Do the item numbers make sense?
• Is the type size large enough to read easily?
• Is the vocabulary appropriate for the age group?
• Is the length of the survey appropriate?
• Does the survey format flow well?
• Are the items appropriate for the adult learner?
• Are the items sensitive to possible cultural barriers?
From the pilot test responses, small corrections were made. The pilot study
produced a face validity coefficient with a mean of .90.
Prior to the administration of the survey instrument, approval was obtained from
Western Michigan University’s Human Subjects Institutional Review Board (HSIRB) for
the procedures, protocol, and methodology (see Appendix D).
Data Analysis
Data analysis is essentially the process by which researchers reduce their
collection of numbers, words, etc., into a form that makes them understandable and
interpretable. It gives meaning to raw data (Glass & Hopkins, 1996). In this study, once
the data were collected, it was inputted, via keyboard, into the SPSS 12 software program
for statistical analyses.
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In order to understand and interpret the findings of this study, the participants are
described by several demographic characteristics. These descriptors were derived from
questions 1 through 16, and will assist in determining similarities and differences among
the participants in the study.
Descriptive statistics were selected as a tool for describing and summarizing the
collected data and then reducing the mass of data into manageable form. After the data
were collected, descriptive statistics transformed the raw data into indices that
summarized characteristics of the population. The collected data were organized and
summarized in order to make them comprehensible. The descriptive parameters include
the frequency and percentages of scores.
For clarity and brevity, percentages in the figures are rounded to whole numbers.
This means, where applicable, they do not always add up to 100%. In some questions in
the survey, learners are offered a range of options where they can choose as many or as
few as they feel appropriate. Resulting percentages will usually sum to far more than
100%.
To test the hypotheses in this study and to determine if there was a statistical
significant difference between the population means, a chi-square test of homogeneity
was utilized. The data being compared are categorical data; therefore, the chi-square test
of homogeneity is the appropriate statistical test for determining whether there is a
statistical difference between the profiles of two or more populations on an array of
categorical variables. For all statistical tests, an alpha level of .05 was used, since this
level of significance is frequently used in the social sciences (McMillian, 2004). If the pvalue was greater than the significance level, the hypothesis was rejected.

60
Summary
This chapter explained the methods and procedures used to analyze the data
collected in order to examine the extent adult learners were satisfied their needs were met
concerning their educational experiences. This quantitative research study administered a
survey instrument to the entire population of adult learners at a Mid-Michigan
Community College during summer semester 2010 (N = 58). The survey consisted of 23
items. Demographic information was used to develop frequency distributions about the
respondents. Questions 17 through 21 answered the question of what factors predict the
satisfaction levels of the adult learners. Chapter IV presents the findings in this study.

CHAPTER IV
FINDINGS OF THE STUDY
The purpose of this study was to determine to what extent and in what ways
selected immutable and conditional variables influenced the perception of adult learners
while they were enrolled at a Midwestern Community College. Results from this study
provide a comprehensive overview of the satisfaction levels of adult learners at the
college by looking at specific characteristics and experiences of adult learners, rather than
viewing adult learners as a single homogenous population.
This study provides a base for institutions of higher learning that are interested in
identifying and prioritizing areas for improvement when developing programs
specifically geared to the needs of adult learners.
A set of core questions were asked of adult learners in order to determine their
overall satisfaction levels with their learning experiences. The overall satisfaction with
the learning experience concept was determined by examining the areas below.
Descriptive Summary of the Adult Learner Population
This section provides a context for understanding the adult learner in this study by
looking at descriptive statistics for learners in this particular study. All adult students
between the age of 25 to 60 and attending Summer Semester in 2010 at a Midwestern
Community College were administered a questionnaire pertaining to their perception of
their educational experience. Data obtained from students 24 years or younger,
considered traditional students, were removed from the data set. The remaining
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population consisted of 58 adult learners whose ages ranged from 25 to 60 years,
respectively. Of the total respondents who took the survey instrument, 45.7% were
classified as traditional students and 54.2% were classified as adult learners.
Demographic Profile of the Adult Learner Population in the Study
Age
Of the adult learner population in this study, 23% were age “25 to 35”, 34.5%
were age “36 to 45”, 22.4% were age “46 to 55” and 3.4% were age “56 to 60”. Table 2
provides a frequency distribution of the adult learner population by age group.
Table 3
Frequency and Percent Distribution of Adult Learners by Age Group
Age

f

% Cumulative %

25 to 35 years

23

39.7

39.7

36 to 45 years

20

34.5

74.1

46 to 55 years

13

22.4

96.6

56 to 60 years

2

3.4

100.0

58

100.0

Total

Ethnic Origin
Of the total population in the study (N = 58), 5 (8.6%) were African Americans, 2
(3.4%) were American Indian/Alaskan, 45 (77.6%) were Caucasian, 2 (3.4%) were
African, 0 (0.0%) were Asian, Pacific Islander, 0 (0.0%) were Hispanic, 2 (3.4%) were
Multi-racial, and 2 (3.3%) preferred not to respond to this classification. The respondents
who preferred not to indicate their ethnic origin were not considered for discussion. The
largest reported category “Caucasian” consisted of 77.6% of the total population.
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Frequencies and percentages were calculated for the ethnic origin characteristic and can
be seen in Table 4.
Table 4
Frequency and Percent Distribution of Adult Learners by Ethnic Origin
Ethnic Origin

f

African American
American Indian/Alaskan
Caucasian
African
Asian, Pacific Islander
Hispanic
Multi-racial
Prefer not to respond
Other
Total

5
2
45
2
0
0
2
2
0
58

% Cumulative%
8.6
3.4
77.6
3.4
0
0
3.4
3.4
0
100.0

8.6
12.1
89.7
93.1
93.1
93.1
96.6
100.0

Gender
Of the total population in the study (N = 58), 23 (39.7%) were males, and 35
(60%) were females. Frequencies and percentages for the gender characteristic can be
seen in Table 5.
Table 5
Frequency and Percent Distribution of Adult Learners by Gender
Gender

f

% Cumulative%

Male

23

39.7

39.7

Female

35

60.3

100.0

Total

58

100.0
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Marital Status
Of the total population in the study (N = 58), 10 (17.2%) were single (never
married), 30 (51.7%) were married, 16 (27.6%) were divorced, 1 (1.7%) was separated,
and 1 (1.7%) was widowed. Frequencies and percentages were calculated for the marital
status characteristic and can be seen in Table 6.
Table 6
Frequency and Percent Distribution of Adult Learners by Marital Status
Marital Status

f

% Cumulative%

Single (never married)

10

17.2

17.2

Married

30

51.7

69.0

Divorced

16

27.6

96.6

Separated

1

1.7

98.3

Widowed

1

1.7

100.0

58

100.0

Total

Income Range
Of the total population in the study (N = 58), 12 (20.7%) reported an income
range of $9,999 or less, 8 (13.8%) reported an income between $10,000 and $14,999, 6
(10.3%) reported an income between $15,000 and $19,999, 8 (13.8%) reported and
income between $20,000 and $24,999, 6 (10.3%) reported an income between $25,000
and $29,999, 7 (12.1%) reported an income between $30,000 and $34,999, 2 (3.4%)
reported an income between $35,000 and $39,999, 5 (8.6%) reported and income
between $40,000 and $49,999, 4 (6.9%) reported and income of $50,000 or above.
Frequencies and percentages were calculated for the income range characteristic and can
be seen in Table 7.
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Table 7
Frequency and Percent Distribution of Adult Learners by Income Range
Income
Less than $9,999
$10,000 to $14,999
$15,000 to $19,999
$20,000 to $24,999
$25,000 to $29,999
$30,000 to $34,999
$35,000 to $39,999
$40,000 to $49,999
$50,000 and above
Total

f
12
8
6
8
6
7
2
5
4
58

% Cumulative%
20.7
20.7
13.8
34.5
10.3
44.8
13.8
58.6
10.3
69.0
12.1
81.0
3.4
84.5
8.6
93.1
6.9
100.0
100.0

Number of Children in the Home
Of the total population in the study (N = 58), 14 (24.1%) had no dependent
children living in their home, 15 (25.9%) had one dependent child living in their home,
19 (32.8%) had two dependent children living in their home, 5 (8.6%) had three
dependent children living in their home, and 5 (8.6%) had four or more dependent
children living in their home. Frequencies and percentages were calculated for the
number of children in the home characteristic and can be seen in Table 8.
Table 8
Frequency and Percent Distribution of Adult Learners by Number of Dependent Children
in Home
Dependent Children
None
1
2
3
4 or more
Total

f
14
15
19
5
5
58

% Cumulative%
24.1
25.9
32.8
8.6
8.6
100.0

24.1
50.0
82.8
91.4
100.0
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Type of Childcare Being Used
Of the total population in the study (N = 58), 25 (43.1%) used a family member to
care for their child/children, 6 (10.3%) used a private service to care for their
child/children, 3 (5.2%) used an after school program to care for their child/children, 19
(32.8%) had their parent or guardian care for their child/children, and 1 (1.7%) used
another type of child care. Frequencies and percentages were calculated for the type of
childcare used characteristic and can be seen in Table 9.
Table 9
Frequency and Percent Distribution of Adult Learners by Current Type of Childcare
Being Used
Childcare Type
Family member
Frequency
Percentage
Private service
Frequency
Percentage
After school program
Frequency
Percentage
Parent or guardian
Frequency
Percentage
Other
Frequency
Percentage
Total

Yes

No

25
43.1

33
56.9

6
10.3

52
89.7

3
5.2

55
94.8

19
32.8

39
67.2

1
1.7
54

57
98.3
100.00

Current GPA
Of the total population in the study (N = 58), 3 (5.2%) had no GPA at the time
they took the survey, 1 (1.7%) had a 1.99 or below GPA, 3 (5.2%) had a 2.0 to 2.49 GPA,
5 (8.6%) had a 2.5 to 2.99 GPA, 15 (25.9%) had a 3.0 to 3.49 GPA, 29 (50%) had a 3.5
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or above GPA and 2 (3.4%) reported that they didn’t know what their GPA was.
Frequencies and percentages were calculated for the current GPA characteristic and can
be seen in Table 10.
Table 10
Frequency and Percent Distribution of Adult Learners by Current GPA
Current GPA

f

% Cumulative%

No GPA yet

3

5.2

5.2

1.99 or below

1

1.7

6.9

2.0 to 2.49

3

5.2

12.1

2.5 to 2.99

5

8.6

20.7

3.0 to 3.49

15

25.9

46.6

3.5 or above

29

50.0

96.6

Don’t know

2

3.4

100.0

58

100.0

Total

Current Employment Status
Of the total population in the study (N = 58), 14 (24.1%) were employed full
time, 10 (17.2 %) were employed part time, 24 (41.4%) were continuing their education,
none of the adult learners were currently serving in the Armed Forces, 12 (20.7%) were
caring for their home and family, 21 (36.2%) were unemployed, none of the adult
learners were retired or selected the “other” option. Frequencies and percentages were
calculated for the current employment status characteristic and can be seen in Table 11.
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Table 11
Frequency and Percent Distribution of Adult Learners by Current Employment Status
Current Employment Status
Employed full time
Frequency
Percentage
Employed part time
Frequency
Percentage
Continuing their education
Frequency
Percentage
Serving in the Armed Forces
Frequency
Percentage
Caring for home and family
Frequency
Percentage
Unemployed
Frequency
Percentage
Retired
Frequency
Percentage
Other
Frequency
Percentage

Yes

No

14
24.1

44
75.9

10
17.2

48
82.8

24
41.4

24
58.6

0
0.0

58
100.0

12
20.7

46
79.3

21
36.2

21
63.8

0
0.0

0
100.0

0
0.0

0
0.0

The Twelve Aspects of Teaching
Learners were asked to rate the twelve aspects of learning that correspond to the
overall quality of the teaching they received. Learners were asked to rank each issue using a
scale from 1 (excellent) to 10 (very poor), and learners who rated an aspect of teaching as
either (1 = excellent) or (2), out of 10, are considered to be in the uppermost ranges of the
scale.
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The percentage of adult learners who rated the following aspects of teaching in
the upper most ranges, that is rated the aspects of teaching as either 1 or 2 out of 10, are
listed below in summary:
•

Teacher’s knowledge of subject (79.3%)

•

Teachers relate to you (65.6%)

•

Make subject interesting (60.3%)

•

Quality and availability of teaching materials (58.6%)

•

Lesson planning (56.6%)

•

Setting clear goals (55.1%)

•

Hands-on-learning (53.5%)

•

Understanding you (53.5%)

•

Prompt and regular feedback (51.8%)

•

Encouraging collaboration (51.7%)

•

Support and time management (50.0%)

•

Managing group of learners (48.2%)

The reader is referred to Table 12 for the characteristics of each sub-grouping as they
relate to the twelve aspects of teaching.
Overall Satisfaction Levels of the Adult Learner Population
A frequency distribution of the overall satisfaction level with the quality of
teaching received by adult learners is shown in Table 13.

Table 12
Characteristics of Sub-Groupings as They Relate to Aspects of Teaching

Prompt
and regular
feedback

Age
Ethnic Origin

Making
subject
interesting

Quality
and
availability
of teaching
materials

Knowledge
of subject
matter

Understand
how
student
learns

Planning
lessons

Setting
clear
learning
goals

Managing
groups of
learners

Hands-on
learning

X

X

X

X

X
X

Gender

X

Marital Status

X

Income Range
Children at home

X

X

Childcare
GPA
Employment status

X
X

X

X

X
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Table 13
Frequency and Percent Distribution of Satisfaction Levels With Quality of Teaching
Variable
Satisfaction Level

f

% Cumulative%

Extremely

13

22.4

22.4

Very satisfied

31

53.4

75.8

Fairly satisfied

14

24.2

100.0

Neither satisfied nor dissatisfied

0

0.0

Very dissatisfied

0

0.0

Extremely dissatisfied

0

0.0

58

100.0

Total

A frequency distribution of respondents’ perception of the overall satisfaction
level with the quality of feedback received by adult learners is shown in Table 14.
Table 14
Frequency and Percent Distribution of Motivation Levels With Feedback from Teachers
Motivation Level

f

%

Cumulative%

38

65.5

65.5

Unmotivated

2

3.4

69.0

No effect either way

9

15.5

84.5

Don’t receive/ or not enough

7

12.1

96.6

Don’t know

2

3.4

100.0

58

100.0

Motivating

Total

A frequency distribution of the satisfaction levels of the adult learner’s
perceptions of whether or not their classes were put to good use is shown in Table 15.
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Table 15
Frequency and Percent Distribution for Perceptions of Whether Classes Were Put to
Good Use
Perception of Whether Classes Were Put to Good Use

f

% Cumulative%

Always

10

17.2

17.2

Mostly

31

53.4

70.7

Sometimes

15

25.9

96.6

2

3.4

100.0

Never
Total

58 100.0

Testing of Hypotheses
Level of Satisfaction by Sub-Groups
This section tests the relationship between adult learners’ sub groupings and their
overall satisfaction level across selected independent variables. They are: Immutable
(age, ethnic origin, gender) and Conditional (marital status, income range, number of
children in the home, type of child care used, current GPA, employment status)
characteristics. To test the hypotheses, the investigator restated each hypothesis and
provided an appropriate statistical test, with corresponding significance level (the 0.05
confidence level), to determine whether the hypothesis was accepted, or not accepted.
Immutable Characteristics
Age
Research Question 1: To what extent, if any, does an adult learner’s
age influence their perceived satisfaction level with their educational
experience?
An analysis was conducted to determine whether there was a significant
relationship in the perception of adult learners when categorized by different age levels
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regarding certain aspects of the teaching they received. Of the twelve teaching aspects,
only one aspect of teaching “Prompt and regular feedback” indicated there was a
statistically significant difference among age groupings. The reader is referred to Table
16.
Table 16
Chi Square Summary Test Results Showing the Relationship Between Age Groupings of
Participant Satisfaction Levels With Aspects of Teaching
Aspects of Teaching

N

df

X²

p

1. Planning lessons

58

15

12.712

.625

2. Quality and availability of teaching materials

58

15

11.690

.702

3. Setting clear learning goals

58

18

16.742

.541

4. Prompt and regular feedback

58

21

36.224

.021*

5. Managing group of learners

58

18

12.449

.823

6. Incorporates hands-on learning

58

21

23.673

.309

7. Encourages collaboration

58

21

22.234

.386

8. Knowledge of subject matter

58

18

17.509

.488

9. How well teacher relates to you

58

18

17.875

.671

10. Making subject interesting

58

21

27.156

.166

11. Understanding how student learns

58

21

24.261

.281

21

23.536

.316

12. Help improve study techniques
58
* indicates variables that are significant at the p < .05 level

A 4 x 12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspect of teaching “Prompt and regular feedback” X² (21, N
= 58) = 36.224, p = .021.
In summary, this hypothesis was accepted with respect to the aspect of teaching
“Prompt and regular feedback”, and was not accepted with respect to the aspects of
teaching “Planning lessons,” “Quality and availability of teaching materials,” “Setting
clear learning goals,” “Managing group of learners,” “Incorporates hands-on learning,”
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“Encourages collaboration,” “Knowledge of subject matter,” “How well teacher relates to
you,” “Making subject interesting,” “Understanding how student learns,” “Help improve
study technique.”
Ethnic Origin
Research Question 2: To what extent, if any, does an adult learner’s
ethnic origin influence their perceived satisfaction level with their
educational experience?
Another area of focus was to determine if there was a statistically significant
relationship in the perception of respondents, as categorized by ethnic groupings, in
regard to learners’ satisfaction with specific aspects of teaching. Of the twelve teaching
aspects, only one aspect of teaching, “Making subject interesting,” was found to be
statistically different based upon respondent’s ethnic origin. The chi square summary
results can be seen in Table 17.
Table 17
Chi Square Summary Test Results Showing the Relationship Between Ethnic Origin
Groupings of Participant Satisfaction Levels With Aspects of Teaching
X²

Aspects of Teaching
1. Planning lessons
2. Quality and availability of teaching materials
3. Setting clear learning goals
4. Prompt and regular feedback
5. Managing group of learners
6. Incorporates hands-on learning
7. Encourages collaboration
8. Knowledge of subject matter
9. How well teacher relates to you
10. Making subject interesting
11. Understanding how student learns

N
58
58
58
58
58
58
58
58
58
58
58

df
25
25
30
35
30
35
35
30
30
35
35

22.824
27.565
24.023
22.242
25.681
42.707
42.707
24.746
26.105
52.773
39.137

p
.588
.328
.771
.954
.691
.174
.174
.737
.670
.027*
.289

12. Help improve study techniques

58

35

26.039

.864

* indicates variables that are significant at the p < .05 level
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A 9 x 12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspect of teaching “Making subject interesting” X² (35, N =
58) = 52.773, p = .027.
In summary, this hypothesis was accepted with respect to the aspect of teaching
“Making subject interesting,” and was not accepted with respect to the aspects of
teaching “Planning lessons,” “Quality and availability of teaching materials,” “Setting
clear learning goals,” “Prompt and regular feedback,” “Managing group of learners,”
“Incorporates hands-on learning,” “Encourages collaboration,” “Knowledge of subject
matter,” “How well teacher relates to you,” “Understanding how student learns,” and
“Help improve study technique.”
Gender
Research Question 3: To what extent, if any, does the adult learner’s
gender influence their perceived satisfaction level with their
educational experience?
With regard to the perception of adult learners when categorized by different
genders regarding certain aspects of the teaching they received, analysis determined that
only one of the twelve aspects of teaching “Quality and availability of teaching
materials” indicated there was a statistically significant relationship between gender
groupings. The reader is referred to Table 18.
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Table 18
Chi Square Summary Test Results Showing the Relationship Between Gender Groupings
of Participant Satisfaction Levels With Aspects of Teaching
Aspects of Teaching
N
1. Planning lessons
58
2. Quality and availability of teaching materials
58
3. Setting clear learning goals
58
4. Prompt and regular feedback
58
5. Managing group of learners
58
6. Incorporates hands-on learning
58
7. Encourages collaboration
58
8. Knowledge of subject matter
58
9. How well teacher relates to you
58
10. Making subject interesting
58
11. Understanding how student learns
58
12. Help improve study techniques
58
* indicates variables that are significant at the p < .05 level

df
5
5
6
7
6
7
7
6
6
7
7
7

X²
9.711
13.179
3.369
9.802
5.505
8.876
7.802
7.794
6.179
12.944
6.898
7.127

p
.084
.022*
.761
.200
.481
.262
.350
.254
.403
.073
.440
.416

A 2x12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspect of teaching “Quality and availability of teaching
materials” X² (5, N = 58) = 13.179, p = .022.
In summary, this hypothesis was accepted with respect to the aspect of teaching
“Quality and availability of teaching materials”, and was not accepted with respect to the
aspects of teaching, “Planning lessons,” “Setting clear learning goals,” “Prompt and
regular feedback,” “Managing group of learners,” “Incorporates hands-on learning,”
“Encourages collaboration,” “Knowledge of subject matter,” “How well teacher relates to
you,” “Making subject interesting,” “Understanding how student learns,” and “Help
improve study technique.”
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Conditional Characteristics
Marital Status
Research Question 4: To what extent, if any, does an adult learner’s
marital status influence their perceived satisfaction level with their
educational experience?
When examining the perception of adult learners when categorized by different
marital status levels regarding certain aspects of the teaching they received, analysis
found that of the twelve teaching aspects, only one aspect of teaching “Knowledge of the
subject matter” indicated there was a statistically significant relationship among marital
status groupings. The reader is referred to Table 19.
Table 19
Chi Square Summary Test Results Showing the Relationship Between Marital Status
Groupings of Participant Satisfaction Levels With Aspects of Teaching
Aspects of Teaching

N

df

X²

p

1. Planning lessons
58
2. Quality and availability of teaching materials
58
3. Setting clear learning goals
58
4. Prompt and regular feedback
58
5. Managing group of learners
58
6. Incorporates hands-on learning
58
7. Encourages collaboration
58
8. Knowledge of subject matter
58
9. How well teacher relates to you
58
10. Making subject interesting
58
11. Understanding how student learns
58
12. Help improve study techniques
58
* indicates variables that are significant at the p < .05 level

20
20
24
28
24
28
28
24
24
28
28
28

17.187
25.452
26.014
22.857
22.669
27.882
17.837
39.788
20.021
14.821
24.088
29.688

.641
.185
.352
.740
.539
.471
.930
.023*
.696
.980
.677
.378
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A 5 x 12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspect of teaching “Knowledge of the subject matter” X²
(24, N = 58) = 39.788, p = .023.
In summary, this hypothesis was accepted with respect to the aspect of teaching
“Knowledge of subject matter”, and was not accepted with respect to the aspects of
teaching, “Planning lessons,” “Quality and availability of teaching materials,” “Setting
clear learning goals,” “Prompt and regular feedback,” “Managing group of learners,”
“Incorporates hands-on learning,” “Encourages collaboration,” “How well teacher relates
to you,” “Making subject interesting,” “Understanding how student learns,” and “Help
improve study technique.”
Income Range
Research Question 5: To what extent, if any, does an adult learner’s
income range influence their perceived satisfaction level with their
educational experience?
In reference to whether there was a statistical difference in the perception of adult
learners when categorized by different income levels regarding certain aspects of the
teaching they received, analysis indicated that of the twelve teaching aspects, there was
no statistically significant relationship among income range groups after a 5 x 12 chisquare test of homogeneity was conducted (see Table 20). Therefore, this hypothesis was
not accepted with respect to the aspects of teaching, “Planning Lessons,” “Quality and
availability of teaching,” “Setting clear learning goals,” Prompt and regular feedback,”
“Managing group of learners,” “Incorporates hands-on-learning,” “Encourages
collaboration,” “Knowledge of subject matter,” “How well teacher relates to you,”
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“Making subject interesting,” “Understanding how student learns,” and “Help improve
study technique.”
Table 20
Chi Square Summary Test Results Predicting Relationship Between Income Groupings
and Participant Satisfaction Levels With Aspects of Teaching
Aspects of Teaching
1. Planning lessons
2. Quality and availability of teaching materials
3. Setting clear learning goals
4. Prompt and regular feedback
5. Managing group of learners
6. Incorporates hands-on learning
7. Encourages collaboration
8. Knowledge of subject matter
9. How well teacher relates to you
10. Making subject interesting
11. Understanding how student learns
12. Help improve study techniques

N
58
58
58
58
58
58
58
58
58
58
58
58

df
40
40
48
56
48
56
56
48
48
56
56
56

X²
29.620
30.266
39.082
59.601
51.636
66.126
61.938
46.819
42.347
61.051
49.910
53.776

p
.886
.868
.817
.346
.334
.167
.273
.521
.703
.299
.703
.560

Number of Children in the Home
Research Question 6: To what extent, if any, does an adult learner’s
number of children in the home influence their perceived satisfaction
level with their educational experience?
Analysis was conducted to determine whether there was a statistical difference in
the perception of adult learners when categorized by the number of children in the home
regarding certain aspects of the teaching they received. Of the twelve teaching aspects,
two aspects of teaching “Quality and availability of teaching materials” and
“Understanding how students learn” indicated there was a statistically significant
relationship among groups of adult learners in regard to the number of dependent
children, if any, living in their home. The reader is referred to Table 21.
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Table 21
Chi Square Summary Test Results Showing the Relationship Between the Number of
Dependent Children Living in Home Groupings and Participant Satisfaction Levels With
Aspects of Teaching
Aspects of Teaching

N

df

X²

p

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.

Planning lessons

58

20

22.449

.317

Quality and availability of teaching materials

58

20

34.920

.021*

Setting clear learning goals

58

24

22.825

.530

Prompt and regular feedback

58

28

35.824

.147

Managing group of learners

58

24

25.042

.403

Incorporates hands-on learning

58

28

30.234

.352

Encourages collaboration

58

28

31.808

.282

Knowledge of subject matter

58

24

22.589

.544

How well teacher relates to you

58

24

25.692

.369

Making subject interesting

58

28

36.754

.124

Understanding how student learns

58

28

44.173

.027*

58
Help improve study techniques
* indicates variables that are significant at the p < .05 level

28

30.246

.352

A 5 x 12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspect of teaching “Quality and availability of teaching
materials” X² (20, N = 58) = 34.920, p = .021, and “Understand how student learns” X²
(28, N = 58) = 44.173, p = .027. In summary, this hypothesis was accepted with respect
to the aspects of teaching “Quality and availability of teaching materials,” and
“Understanding how student learns,” and was not accepted with respect to the aspects of
teaching, “Planning lessons,” “Setting clear learning goals,” “Prompt and regular
feedback,” “Managing group of learners,” “Incorporates hands-on learning,”
“Encourages collaboration,” “Knowledge of subject matter,” “How well teacher relates to
you,” “Making subject interesting,” and “Help improve study technique.”
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Type of Childcare Currently Being Used
Research Question 7: To what extent, if any, does an adult learner’s
type of childcare currently being used influence their perceived
satisfaction level with their educational experience?
There was a significant difference between the perceptions of adult learners when
categorized by different types of childcare used regarding certain aspects of the teaching
they received. After analysis was conducted it was found that of the twelve teaching
aspects, one aspect of teaching “Understanding how students learn” indicated there was a
statistically significant relationship among groups of adult learners in regard to the type
of childcare they utilized. The reader is referred to Table 22.
Table 22
Chi Square Summary Test Results Showing the Relationship Between the Adult Learner
Who Used a Family Member for Childcare Grouping and Their Satisfaction Levels With
Aspects of Teaching
Aspects of Teaching

N

df

X²

p

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.

Planning lessons

58

5

6.464

.264

Quality and availability of teaching materials

58

5

6.555

.256

Setting clear learning goals

58

6

2.768

.837

Prompt and regular feedback

58

7

6.432

.490

Managing group of learners

58

6

5.263

.511

Incorporates hands-on learning

58

7

12.231

.093

Encourages collaboration

58

7

7.322

.396

Knowledge of subject matter

58

6

6.506

.369

How well teacher relates to you

58

6

6.756

.344

Making subject interesting

58

7

12.224

.093

Understanding how student learns

58

7

16.275

.023*

58

7

10.943

.141

Help improve study techniques
* indicates variables that are significant at the p < .05
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A 2 x 12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspect of teaching “Understanding how students learn” for
adult learners who used a family member for child care X² (7, N = 58) = 16.275, p = .023.
In summary, this hypothesis was accepted for adult learners who used a family
member for child care with respect to the aspect of teaching “Understanding how
students learn,” and was not accepted with respect to the aspects of teaching “Planning
lessons,” “Quality and availability of teaching materials,” “Setting clear learning goals,”
“Prompt and regular feedback,” “Managing group of learners,” “Incorporates hands-on
learning,” “Encourages collaboration,” “Knowledge of subject matter,” “How well
teacher relates to you,” “Making subject interesting,” and “Help improve study
technique.”
This hypothesis was not accepted with respect to all twelve aspects of teaching,
“Planning lessons,” “Quality and availability of teaching materials,” “Setting clear
learning goals,” “Prompt and regular feedback,” “Managing group of learners,”
“Incorporates hands-on learning,” “Encourages collaboration,” “Knowledge of subject
matter,” “How well teacher relates to you,” “Making subject interesting,” “Understanding
how students learn,” and “Help improve study technique” for adult learners who used a
private service, or a parent or guardian.
Current GPA
Research Question 8: To what extent, if any, does an adult learner’s
current GPA influence their perceived satisfaction level with their
educational experience?
In reference to the perception of adult learners when categorized by different GPA
levels regarding certain aspects of the teaching they received results from this
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investigation indicated that of the twelve teaching aspects, seven aspects of teaching
indicated there was a statistically significant relationship among groups of adult learners
in regard to the adult learners’ current GPA. The reader is referred to Table 23.
Table 23
Chi Square Summary Test Results Showing the Relationship Between GPA Groupings
and Satisfaction Levels With Aspects of Teaching
Aspects of Teaching

N

df

X²

p

1. Planning lessons
2. Quality and availability of teaching materials
3. Setting clear learning goals
4. Prompt and regular feedback
5. Managing group of learners
6. Incorporates hands-on learning
7. Encourages collaboration
8. Knowledge of subject matter
9. How well teacher relates to you
10. Making subject interesting
11. Understanding how student learns
12. Help improve study techniques

58

30

59.730

.001*

58

30

49.941

.031*

58

36

61.494

.005*

58

42

38.068

.644

58

36

69.760

.001*

58

42

64.175

.015*

58

42

56.084

.072

58

36

73.054

.000*

58

36

50.878

.051

58

42

63.806

.017*

58

42

55.150

.084

42

48.110

.239

58
* indicates variables that are significant at the p < .05 level

A 7 x 12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspects of teaching “Planning lessons” X² (30, N = 58) =
59.730, p = .001, “Quality and availability of teaching materials” X² (30, N = 58) =
49.941, p = .013, “Setting clear learning goals” X² (36, N = 58) = 61.494, p = .005,
“Managing group of learners” X² (36, N = 58) = 69.760, p = .001, “Incorporates hand-on
learning” X² (42, N = 58) = 64.175, p = .015, “Knowledge of subject matter” X² (36, N =
58) = 73.054, p = .000 and “Making subject interesting” X² (42, N = 58) = 63.806, p =
.017.
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In summary, this hypothesis was accepted with respect to the aspect of teaching
“Planning lessons,” “Quality and availability of teaching materials,” “Setting clear
learning goals,” “Managing group of learners,” “Incorporates hands-on learning,”
“Knowledge of subject matter,” and “Making subject interesting,” and was not accepted
with respect to the aspects of teaching, “Prompt and regular feedback,” “Encourages
collaboration,” “How well teacher relates to you,” Understands how student learns,” and
“Help improve study technique.”
Current Employment Status
Research Question 9: To what extent, if any, does an adult learner’s
current employment status influence their perceived satisfaction level
with their educational experience?
Analysis was conducted to determine whether there was a statistical difference in
the perception of adult learners when categorized by their current employment status
regarding certain aspects of the teaching they received. Of the twelve teaching aspects,
only one aspect of teaching “Setting clear learning goals” indicated there was a
statistically significant relationship among adult learners who were employed full time.
The reader is referred to Table 24.
A 5 x 12 chi-square test of homogeneity indicated there was a significant
difference with regard to the aspect of teaching “Setting clear learning goals” for adult
learners who were employed full time X² (6, N = 58) = 15.993, p = .014
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Table 24
Chi Square Summary Test Results Showing the Relationship Between Adult Learners
Employed Full Time and Their Satisfaction Levels With Aspects of Teaching
Aspects of Teaching

N

df

X²

p

1. Planning lessons
2. Quality and availability of teaching materials
3. Setting clear learning goals
4. Prompt and regular feedback
5. Managing group of learners
6. Incorporates hands-on learning
7. Encourages collaboration
8. Knowledge of subject matter
9. How well teacher relates to you
10. Making subject interesting
11. Understanding how student learns
12. Help improve study techniques
* indicates variables that are significant

58
58
58
58
58
58
58
58
58
58
58
58

5
5
6
7
6
7
7
6
6
7
7
7

4.982
4.137
15.993
11.872
7.316
10.355
6.565
8.748
2.911
6.207
4.326
6.103

.418
.530
.014*
.105
.293
.169
.475
.188
.820
.516
.742
.528

In summary, this hypothesis was accepted with respect to the aspect of teaching
“Setting clear learning goals” for adult learners who were employed full time and was not
accepted with respect to the aspects of teaching, “Planning lessons,” “Quality and
availability of teaching materials,” “Managing group of learners,” “Incorporates hands-on
learning,” “Knowledge of subject matter,” and “Making subject interesting,” “Prompt
and regular feedback,” “Encourages collaboration,” “How well teacher relates to you,”
“Understands how student learn,” and “Help improve study technique” for adult learners
who were employed full time. This hypothesis was also not accepted with respect to the
aspects of teaching “Planning lessons,” “Quality and availability of teaching materials,”
“Setting clear learning goals,” “Prompt and regular feedback,” “Managing group of
learners,” “Incorporates hands-on learning,” “Encourages collaboration,” “Knowledge of
subject matter,” “How well teacher relates to student,” “Making subject interesting,”
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“Understands how student learns,” and “Help improve study technique” for adult learners
who were employed part time, were continuing their education, were caring for home and
family and were unemployed.
Summary
The results and summaries of the findings were reported in this chapter. Chapter
V will provide answers to the overall purpose of this study and then make concluding
statements and recommendations for further study.

CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
This chapter presents a summary of the findings, implications and conclusions of
the study, and then provides recommendations for further study. At the outset, this
researcher sought to determine whether certain adult learner immutable and conditional
variables influenced the perception of the educational experiences received at a Midwestern community college. Instead of viewing the adult learner within the “one size fits
all” paradigm, this study attempted to determine the degree of variability in the
perception of adult learners across 12 different teaching domains
Summary
The primary purpose of this study was to examine whether certain immutable
variables (i.e., age, ethnic origin and gender), and conditional variables (i.e., marital
status, income range, number of children in the home, type of child care used, current
GPA, current employment status) influenced the perception of adult learners concerning
the quality of the teaching they received. Of these two different independent variables,
three research questions were related to immutable variables and the remaining six
research questions were related to conditional variables.
When examining the categories of variables considered as immutable, meaning
the variables that represented the unalterable, unchangeable characteristics of the
learners, the first research question tested was whether age influenced the adult learner’s
perception about the importance of selected teaching practices. Findings in this study
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suggested that there was a significant relationship between the age of an adult learner and
whether it had an influence on their perception when it came to their instructors providing
“Prompt and regular feedback,” (p = .021). In this study, it appears that the older the
student, the greater the likelihood that respondents were more favorable to the various
aspects of teaching than their younger counterparts.
Findings in this study are consistent with previous literature, which suggests that
while all learners need assistance in assessing their learning, many adult learners feel
insecure about their learning capabilities, and need immediate and relevant feedback
(Clardy, 2005). The literature is replete with findings that illustrate that feedback helps to
reinforce the learner’s newly acquired knowledge, as well as provide suggestions for
improvement (Bransford, Donovan, & Pellegrino, 2000; Knowles, 1984; Merriam &
Caffarella, 1999). Learners need recognition about their work if it is considered well
done; if correction is provided, it further adds to their improvement (Knowles, 1990).
The older adult learners become the more they desire structured and regular
opportunities for constructive feedback (Lowry, 2006). This study revealed that those
respondents in the increasing age groups (between the ages of 46 and 55) were less
satisfied with feedback received from instructors than respondents in the decreasing age
groups (between the ages of 25 and 35). The reader is referred to Table 30 in Appendix
E for the response of participants when disaggregated by age.
In this study, there was no significant relationship found between the age of the
adult learner and whether age influenced respondents’ perception when it came to the
remaining eleven aspects of teaching; “Planning lessons” (p = .625), “Quality and
availability of teaching materials” (p = .702), “Setting clear learning goals” (p = .541),
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“Managing group of learners” (p = .823), “Incorporates hands-on learning” (p = .309),
“Encourages collaboration” (p = .386), “Knowledge of subject matter” (p = .488), “How
well teacher relates to you” (p = .671), “Making subject interesting” (p = .166),
“Understanding how students learns” (p = .281), and “Helps improve study techniques”
(p = .316).
The research literature is replete with data about the relative influence ethnicity
has on adult development and perception (Cross, 1995; Kroger, 1997; Merriam &
Caffarella, 1999), and that many minority learners experience difficulty learning in
environments constructed within an ethnic paradigm different from their own (Chavez &
Guido-DiBrito, 1999). Findings from this study support previous research studies that
adult learners’ ethnic origin influenced their perception in regards to whether their
instructors had made the subject matter interesting (p = .027). Differences were found
among the ethnic origin groupings; most notably between Caucasian and African
American learners. In this regard, the data in this study indicated that Caucasian learners
were the most satisfied with how their instructors made the subject matter interesting;
whereas African American learners were the least satisfied. The reader is referred to
Table 31 in Appendix G for the percentage distributions of respondents by ethnicity when
categorized by the independent variable “Making subject interesting.”
When it comes to the remaining eleven aspects of teaching it appears the
independent variable “ethnic origin” had little or no relationship between a learner’s
ethnic origin and its influence on learners’ perception of “Planning lessons”
(p = .588), “Quality and availability of teaching materials” (p = .328), “Setting clear
learning goals” (p = .771), “Prompt and regular feedback” (p = .954), “Managing group
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of learners” (p = .691), “Incorporates hands-on learning” (p = .174), “Encourages
collaboration” (p = .174), “Knowledge of subject matter” (p = .737), “How well teacher
relates to you” (p = .670), “Understanding how students learns” (p = .289), and “Helps
improve study techniques” (p = .864).
Previous research studies suggest that there are gender-related patterns in how
both genders perceived the value of their learning experiences (Kazis & Leibowitz, 2003;
Merriam & Caffarella, 1999). When examining the independent variable gender,
findings in this study indicate that gender influenced the learners’ perception when it
came to the “Quality and availability of the learning materials” (p = .022). Male learners
were less satisfied with the quality and availability of the learning materials than were
their female counterparts. This is clearly illustrated in Table 32 of Appendix E, which
shows a marked difference in the response of males and females when considering the
“Quality and availability of the learning materials.”
Existing literature on this topic indicates that adult learners learn in a variety of
ways (Knowles, 1998); therefore, adult learners need to be provided with strategies to
adapt the learning materials to suit their individual learning styles (Kazis & Leibowitz,
2003). High quality instructional materials increase the adult learners’ interest,
motivation and satisfaction with their instructional experience (Grubb, 1996).
With regard to gender and its influence on the remaining eleven aspects of
teaching there was little or no influence on “Planning lessons” (p = .084), “Setting clear
learning goals” (p = .761), “Prompt and regular feedback” (p = .200), “Managing group
of learners” (p = .481), “Incorporates hands-on learning” (p = .262), “Encourages
collaboration” (p = .350), “Knowledge of subject matter” (p = .254), “How well teacher
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relates to you” (p = .403), “Making subject interesting” (p = .073), “Understanding how
students learns” (p = .440), and “Helps improve study techniques” (p = .416).
This study tested six research questions by the subcategory of conditional
variables. Findings in this study indicated that there were significant differences in the
perception of learners who were married as opposed to those who were single. The data
found in this study support the following contentions; the marital status of learners
influenced their perception of their instructors’ knowledge of the subject matter, (p =
.023). Single (i.e., never married) learners were the most satisfied with their instructors’
knowledge of subject matter. Divorced learners were slightly less satisfied, and married
learners were least satisfied with the knowledge of the subject matter expressed by their
instructors. The percent distributions of participant response, as categorized by marital
status can be found in Table 33 of Appendix E.
Previous research studies indicate that instructors’ knowledge of the subject
matter is considered to be the essential attribute for effective teaching and learning
(Knowles, 1990). In order for learners to build their own knowledge, their instructors
must possess an in-depth understanding of major concepts in the disciplines they teach
(Conti, 1985 & Cross, 1987). Adult learners enter their college experiences with
previous knowledge and experiences they have collected over their lifetimes. When adult
learners learn something new, they try to integrate it with their previous knowledge
(Kasworm, 2003).
The variable marital status did not influence the learners perception of the
remaining eleven aspects of learning which were: “Planning lessons” (p = .641), “Setting
clear learning goals” (p = .342), “Prompt and regular feedback” (p = .740), “Managing
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group of learners” (p = .539), “Incorporates hands-on learning” (p = .471), “Encourages
collaboration” (p = .930), “Quality and availability of teaching materials” (p = .185),
“How well teacher relates to you” (p = .696), “Making subject interesting” (p = .980),
“Understanding how students learns” (p = .677), and “Helps improve study techniques”
(p = .378).
When examining the conditional variable “Number of children in the home,”
results from this study indicate that the number of children, or no children in the home of
the learners influenced their perception of the quality and availability of the teaching
materials (p = .021), and whether or not their instructor understands how the students
learn (p = .027). In this regard, adult learners with children were more favorable to
certain aspects of teaching than their corresponding counterparts.
Adult learners face significant challenges when participating in post secondary
education. Family responsibilities and commitments pose powerful barriers for adult
learners (Richardson & King, 1998). Learners in this study with two children appear to
be the most satisfied with the quality and availability of the teaching materials and
whether their instructor understood how they learn best of all the learners in this study.
The least satisfied with the quality and availability of the teaching materials were learners
with one or no children in their home. Learners with three children and those with four
or more children were the least satisfied with whether or not their instructor understood
how they learned best. The reader is referred to Table 35 in Appendix E for percentage
distributions of participants’ response when categorized by the number of children or lack
thereof, in the home of the learner.
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Little or no differences were found when it came to number of children in the
home and the aspects of teaching: “Planning lessons” (p = .317), “Setting clear learning
goals” (p = .530), “Prompt and regular feedback” (p = .147), “Managing group of
learners” (p = .403), “Incorporates hands-on learning” (p = .352), “Encourages
collaboration”, (p = .282), “Knowledge of subject matter” (p = .544), “How well teacher
relates to you” (p = .369), “Making subject interesting” (p = .124), and “Helps improve
study techniques” (p = .352).
When examining the variable type of childcare used, the data from this study
show that there was a significant relationship between the type of childcare utilized by
the adult learner and its influence on the adult learner’s perception of the aspect of
teaching when it came to the matter related to “Whether or not the instructor understands
how the student learns best” (p = .023). Adult learners in this study who use a parent or
family member for their childcare are the most satisfied with how their teachers
understand their learning style as compared to learners that used a private service.
Existing research studies suggest that understanding the special needs of adult learners by
their instructors is the most salient issue for most adult learners (Ackerman 1998). The
percent distributions of participants’ responses, as categorized by the type of childcare
used, can be found in Table 36, Appendix E.
When examining the variable “type of childcare used” as it relates to the twelve
aspects of teaching, eleven aspects had little, or no, influence on adult learners’
perception. They were: “Planning lessons” (p = .264), “Setting clear learning goals” (p =
.837), “Prompt and regular feedback” (p = .490), “Managing group of learners” (p =
.511), “Incorporates hands-on learning”, (p = .093), “Encourages collaboration” (p =
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.396), “Knowledge of subject matter”, (p = .369), “How well teacher relates to you” (p =
.344), “Making subject interesting” (p = .093), “Quality and availability of the teaching
materials” (p = .256), and “Helps improve study techniques” (p = .141).
Of the twelve variables associated with the different aspects of teaching in this
study, seven of these variables showed that GPA influenced a learners’ perception of the
type of quality they received from their education. Findings in this study showed that
adult learners with higher GPA were more likely to have a higher perception of different
teaching strategies than adult learners with lower GPAs. In this regard, respondents with
higher GPAs were more likely to perceive “Planning lessons” (p < .001), “Quality and
availability of teaching materials” (p = .031), “Setting clear learning goals” (p < .001),
“Management of groups of learners” (p < .001), “Hands-on learning” (p < .001),
“Knowledge of the subject matter” (p < .001), and “Making the subject interesting” (p <
.001) as important aspects to their learning than their corresponding counterparts. There
were no significant relationships between respondents with high and low GPAs as it
relates to “Prompt and regular feedback” (p = .644), “Encourages collaboration” (p =
.072), “How well the teacher relates to the student” (p = .051), “Understanding how
students learn” (p = .084), and “Teacher helps student improve study techniques” (p =
.239). For percentage distribution of participants’ response the reader is referred to
Tables 37 through 43 in Appendix E.
In summary, the category Current GPA had more of an influence on adult
learners’ perception in regard to the 12 domains of teaching than any of the other
conditional variables. Adult learners in the 3.0 to 3.49 grouping were the most satisfied
with the aspects of teaching, reporting the highest satisfaction levels on four of the seven
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aspects of teaching and had the second highest score on one aspect of teaching than adult
learners with lower GPAs. The next most satisfied were learners in the No GPA
grouping, with the highest scores in two aspects of teaching, and with three aspects of
teaching receiving the second highest scores. The lowest scores were reported by
learners in the 2.0 to 2.49 grouping, with five aspects of teaching receiving the lowest
scores. In other words, the most satisfied learners were in the 3.0 to 3.49 and No GPA
groupings, and the least satisfied learners were in the 2.0 to 2.49 grouping. There was an
insufficient number of respondents in the 1.99 or below and the Don’t know categories to
statistically measure the influence these variables had on their perception of their
educational experience.
When examining the variable related to the current employment status of the
learner, data from this study suggested that the employment status of the learner
influenced the perception of whether or not the instructor set clear learning goals for the
student (p < .001). Respondents in this study who worked full-time were less satisfied
with the various aspects of teaching regarding “Setting clear learning goals” than were
learners who were not employed full-time. For responses of participants categorized by
employment status, the reader is referred to Table 44 in Appendix E.
Of the remaining eleven aspects of teaching, it appears that the independent
variable current employment status had little or no influence on learners’ perception of
“Planning lessons” (p = .418), Quality and availability of teaching materials” (p = .530),
“Making the subject interesting” (p = .516), “Prompt and regular feedback” (p = .105),
“Managing group of learners” (p = .293), “Incorporates hands-on learning”, (p = .169),
“Encourages collaboration”, (p = .475), “Knowledge of subject matter” (p = .188), “How

96
well teacher relates to you” (p = .820), “Understanding how students learns” (p = .742),
and “Helps improve study techniques” (p = .528).
The data collected in this study found that there was no significant relationship
between the perceptions of adult learners concerning the 12 aspects of teaching when
their responses were categorized according to income range. In this regard, income
range, whether considered “high” or “low” had little or no influence on adult learners’
perception in such matters related to “Planning lessons” (p = .886), Quality and
availability of teaching materials” (p = .868), “Setting clear learning goals” (p = .817),
“Making the subject interesting” (p = .299), “Prompt and regular feedback” (p = .346),
“Managing group of learners” (p = .334), “Incorporates hands-on learning”, (p = .167),
“Encourages collaboration”, (p = .273), “Knowledge of subject matter” (p = .521), “How
well teacher relates to you” (p = .703), “Understanding how students learns” (p = .703),
and “Helps improve study techniques” (p = .560).
Conclusions
The purpose of this study was to investigate the influence of selected aspects of
teaching on the perception of adult learners that attended a mid-size Mid-western
community college when categorized by certain immutable and conditional variables.
When considering the perception of adult learners pertaining to the education they
received, it became obvious that certain immutable and conditional factors influenced
their perception.
As more adult learners enroll in institutions of higher learning, it will become
necessary for post-secondary institutions to provide optimal learning environments for
adult learners (Nesbit, 2001). Matching instructional strategies to the special capabilities

97
and needs of adult learners become one of the most critical issues facing institutions of
higher learning (Ackerman, 1998). In order to develop instructional practices that are
geared to meet the specific needs and interests of the adult learner population, it becomes
increasingly clear that community colleges will need to have a greater understanding
about how it will serve this ever increasing number of adult learners (Crawford, 2004;
Merriam, 2001). While previous research studies have focused on the special needs and
requirements of adult learners (Nance, Moore & Lewis, 2000), few studies have focused
of the effects of teaching and learning and how it may impact adult learners (Nesbit,
2001). As the age of the American population increases (Stokes, 2006), it is expected
that there will be an increase in the enrollment of non-traditional students (Benshoff &
Lewis, 1992). This change will have a tremendous influence on community colleges in
terms of how they will serve this ever-increasing population. Obviously, there will be a
tremendous need to alter the way in which this population will be taught (Conrad, 1993).
Recommendations for Future Study
Instead of viewing the adult learner within the “one size fits all” paradigm, this
study examined the variance in the perception held by adult learners at a Mid-western
community college. While this study found statistically significant relationships between
adult learners when categorized by certain demographic and conditional variables, it
became obvious that there are still a number of relationships that have not been
examined. Consequently, this researcher offers the following recommendations:
1. It is recommended that this study be replicated. This study found that there were
certain conditions that influenced the variance in adult learners’ perception
regarding their educational experience. While this study was conducted in one
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Mid-western community college, there is a need to expand to include a
representative proportion of community colleges throughout the Midwest to see if
similar result will be obtained. Apart from increasing the population of
community colleges, future research studies should take considerable steps to
ensure that the population includes a greater representation of students based upon
ethnicity, socio-economic standing, gender, and major course of study.
2. The unique learning requirements for adult learners are essentially a policy issue
for colleges and universities. As institutions of higher learning modify their
existing programs and services geared for adult learners, they must also develop
strategies that will advance understanding in regard to the adult learner by the
administrative and instructional staff. Therefore, it is recommended that
institutions of higher learning develop a critically reflective staff and instructors
who show a willingness to modify existing programs and develop new practices
geared to their adult populations.
3. Further research should be conducted to identify the adult learner population who
were taking or had taken remedial courses during their college careers. It has
been estimated that approximately 40% of all community college students have
taken at least one remedial course. Students who lack college-level reading and
math skills have more difficulty completing their education (McCabe, 2000),
which may create a barrier in regards to learners’ graduation and therefore the
relationship between whether or not the adult learner had taken remedial courses
and their satisfaction levels with the twelve aspects of teaching should be
examined.
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4. Further research should be conducted which will examine adult learners who are
single parents. Although this study looked at marital status and the number of
dependent children in the home, it did not ask whether a learner was a single
parent. Approximately 29% of adult learners are single parents between the ages
of 30 and 40 (Kasworm, 2003). Being a single parent, along with myriad of other
commitments, places special demands on adult learners. This would further add
to the knowledge of the adult learner population as it pertains to their satisfaction
with the education they have received.
5. It is recommended that the office of professional development within each
community college investigate the design and development of instructional
strategies to meet the diverse learning styles and needs of adult learners.
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(1) Theoretical Framework of the study
The Andragogical Model of Adult Learning
Developed by
Malcolm Knowles

(2) The Adult Learner
Outputs:

(3) Immutable
Characteristics
a) Age
b) Ethnic Origin

(6) Outcomes:

(4) Conditional
Characteristics

Adult Learner
Satisfaction levels

a)
b)
c)
d)
e)
f)

Marital Status
Income Range
Number of children in home
Type of child care used
Current GPA
Employment status

(5) Specific Aspects of
Teaching
a)
b)
c)
d)

Value of lessons
Classroom management
Impact of feedback
Personal attributes of teacher
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Western Michigan University
Department of Educational Leadership, Research, and Technology
Principal Investigator: Dr. Walter L. Burt
Student Investigator: Constance L. McCallum
Dear College Student,
You are invited to participate in a research project entitled The Perception of Adult
Learners Concerning Their Satisfaction of Their Educational Experience in a
Midwestern Community College. Constance L. McCallum a doctorial student at Western
Michigan University is conducting this study and will be using the information from this
questionnaire as the basis for her dissertation.
This study looks at many factors that may influence college student’s satisfaction with
their educational experiences. Colleges and Universities need to know what students need
to become successful academically and how they feel about their educational
experiences, in order to be able to provide meaningful and effective learning situations
for their students. As a college student, your experiences and thoughts are very important
to my research.
This questionnaire consists of 17 questions, with 6 of the questions providing space for
you to more fully describe your thoughts if you wish. You may choose not to answer any
question by simply leaving it blank. Do not put your name anywhere on the
questionnaire. The survey is not coded in any way, therefore you will not be identified in
any way and all the information you provide will be strictly confidential. Results from the
questionnaire will be published only in summary, statistical form. The questionnaire
should take less than 10 minutes to complete. So, please help by answering the questions
to the best of your ability. There are no “right or wrong” answers.
Your participation in this study is very important and the information I am seeking has to
come from you. Please fill out the questionnaire now. When you are finished with the
questionnaire, place it in the manila envelope provided for you at the front of the
classroom. If you wish, an abbreviated copy of the questionnaire result will be sent to you
via email. You can request a copy at triscorp@hotmail.com.
Thank you for your assistance with this survey.
Sincerely,

Constance L. McCallum
Doctoral Student
Western Michigan University
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Learner Questionnaire
•

All responses will be handled in the strictest confidence.
• Please indicate your answers with a cross on the square 
• If “Other” is your answer, please describe reason in area provided below the
question.
• Please return your completed questionnaire and place it in the specified envelope.
1.

What is your age?
Cross one box only

Under 23 □
23 or 24 □
25 – 35 □
36 – 45 □
46 – 55 □
56 – 60 □
61 or older □

2.

What is your Ethnic Origin?
Cross one box only
African American □
American Indian/Alaskan Native □
Caucasian □
African □
Asian, Pacific Islander □
Hispanic □
Multi-racial □
I prefer not to respond □
If other; please describe below.

3.

What is your Current Enrollment Status?
Cross one box only
Day □
Evening □
Weekend □
If other; please describe below.

4.

What is your Current GPA?
Cross one box only
No credits/not applicable □
1.99 or below □
2.0 – 2.49 □
2.5 – 2.99 □
3.0 – 3.49 □
3.5 or above □

5.

What is your Gender?
Cross one box only

Male □
Female □
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6.

What is your Marital Status?
Cross one box only
Single (Never married) □
Married □
Divorced □
Separated □
Widowed □

7.

Your current income range is between:
Cross one box only
Less than $ 9,999 □
10,000 to 14,999 □
15,000 to 19,999 □
20,000 to 24,999 □
25,000 to 29,999 □
30,000 to 34,999 □
35,000 to 39,999 □
40,000 to 49,999 □
50,000 and above □

8.

What is the number of dependent children currently living in your home?
Cross one box only
None □
1□
2□
3□
4 or more □

9.

Which below best describes what you are currently doing?
Cross one box only
Employed (full time) □
Employed (part time) □
Continuing my education □
Serving in the Armed Forces □
Caring for Home/Family □
Unemployed □
Retired □
If other: please describe below.

10. I currently use the following for childcare:
Check (Yes) or (No)
Yes No
Family member □
□
Private service □
□
After school care program □
□
Parent or guardian □
□
If other: please describe below.
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11.

12.

What is your reason for attending this community college?
Check (Yes) or (No)
Yes
Employer-mandated professional development □
Self-initiated professional development □
Wish to get a raise □
Wish to be promoted □
Personal development □
If other: please describe below.

No
□
□
□
□
□

Which of the following is giving you difficulty as you are trying to complete your college
education?
Check (Yes) or (No)
Yes No
Lack of employer support □
Lack of spouse support □
Lack of peer support □
Lack of money □
Lack of transportation □
Caring of children □
Caring for elderly parents/relative □
Living too far from campus □
Unhappy with Saturday class time □
Unhappy with evening class time □
Difficulty with program requirements □
Difficulty with the English language □
If other; please describe below.

□
□
□
□
□
□
□
□
□
□
□
□

13. Overall, how satisfied are you with the quality of the teaching in your classes?
Cross one box only
Extremely satisfied □
Very satisfied □
Fairly satisfied □
Neither satisfied nor dissatisfied □
Fairly dissatisfied □
Very dissatisfied □
Extremely dissatisfied □
Don’t know □
14. In general, how do you feel about the feedback you receive from you teacher on how you
are doing?
Cross one box only
Motivating □
Unmotivated □
No effect either way □
Don’t receive any/enough feedback □
Don’t know □
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15. Would you say that all of your lessons are put to good use or are some of them wasted?
Cross one box only
More than half are wasted □
Between a quarter and a half are wasted □
10-24% are wasted □
Less than 10% are wasted □
Don’t know □
16. Which of the following situations have you encountered on a fair regular basis?
Check (Yes) or (No)
Yes No
Being left hanging around with nothing to do □
□
Teacher arriving late by 5 minutes or more □
□
Other students arriving late by 5 minutes or more □
□
Other students making noise or disrupting class □
□
Teacher going at too slow a pace □
□
Teacher going at too fast a pace □
□
Teacher being absent □
□
Lessons being badly planned/disorganized □
□
Lack of resources/poor equipment □
□
Lessons finished early □
□
Lessons finished late □
□
If other: please describe below.

17. How would you rate your teachers on the following aspects of teaching?
Please score on a scale of 1 to 10, where 1 represents Excellent and 10 represents Very poor.
With 11 for “don’t know.”
Cross one box on each row
Excellent
Very poor Don’t know
1
Planning their lessons
The quality and availability of teaching materials used
Setting clear learning goals to help you improve
Providing prompt and regular feedback on your progress
Managing the group of learners
Incorporates hands-on-learning into lessons
Encourages collaboration with other students
Excellent

□
□
□
□
□
□
□
□

3

4

□
□
□
□
□
□
□
□

5

□
□
□
□
□
□
□
□

□
□
□
□
□
□
□
□

6

□
□
□
□
□
□
□
□

7

8

□
□
□
□
□
□
□
□

9

□
□
□
□
□
□
□
□

□
□
□
□
□
□
□
□

10

□
□
□
□
□
□
□
□

11

□
□
□
□
□
□
□
□

Very poor Don’t know
1

Knowledge of the subject matter
How well they relate to you as a person
Making your subject interesting or enjoyable for you
Understanding you and how you like to learn
The support they give you in helping you improve
your study techniques or time management

2

□
□
□
□
□
□
□
□

□
□
□
□

2

□
□
□
□

□ □

3

□
□
□
□

4

5

6

7

8

□ □ □ □ □
□ □ □ □ □
□ □ □ □ □
□ □ □ □ □

□ □

9

□
□
□
□

10

□
□
□
□

□ □ □ □ □ □

11

□
□
□
□
□
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Appendix E
Percentage Distribution of Independent Variables That Indicated a Statistically
Significant Difference by Aspect of Teaching
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Table 30
Percentage Distribution of Age Groupings by Aspect of Teaching “Prompt and Regular
Feedback”
Response

25 to 35 Years

36 to 45 Years

46 to 55 Years

56 to 60 Years

Excellent

47.8 (11)

25.0 (5)

23.0 (3)

0.0 (0)

2

13.0 (3)

20.0 (4)

15.3 (2)

100.0 (2)

3

0.0 (0)

25.0 (5)

30.7 (4)

0.0 (0)

4

21.7 (5)

25.0 (5)

0.0 (0)

0.0 (0)

5

4.3 (1)

5.0 (1)

7.7 (1)

0.0 (0)

6

4.3 (1)

0.0 (0)

0.0 (0)

0.0 (0)

7

8.7 (2)

0.0 (0)

0.0 (0)

0.0 (0)

8

0.0 (0)

0.0 (0)

23.0 (3)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Total

100.0 (23)

100.0 (20)

100.0 (13)

0.0 (0)

Note. Expected frequencies in parentheses. X² (21, N = 58) = 36.224, p = .021

Table 31
Percentage Distribution of Ethnic Origin by Aspect of Teaching “Making Subject
Interesting”
American
MultiIndian/
Caucasian
African
racial
Alaskan
Excellent
0.0 (0)
50.0 (1)
40.0 (18)
50.0 (10)
50.0 (10)
2
20.0 (1)
0.0 (0)
22.2 (10)
50.0 (1)
50.0 (1)
3
20.0 (1)
0.0 (0)
4.4 (2)
0.0 (0)
0.0 (0)
4
0.0 (0)
0.0 (0)
17.8 (8)
0.0 (0)
0.0 (0)
5
0.0 (0)
0.0 (0)
8.9 (4)
0.0 (0)
0.0 (0)
6
20.0 (1)
50.0 (1)
0.0 (0)
0.0 (0)
0.0 (0)
7
40.0 (2)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
8
0.0 (0)
0.0 (0)
6.7 (3)
0.0 (0)
0.0 (0)
9
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
Very Poor
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
Total
100.0 (5)
100.0 (2)
100.0 (45)
100.0 (2)
100.0 (2)
Note. Expected frequencies in parentheses. X² (35, N = 58) = 52.773, p = .027
Response

African
American

Prefer not
to Answer
0.0 (0)
50.0 (1)
0.0 (0)
50.0 (1)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (2)
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Table 32
Percentage Distribution of Gender Groupings by Aspect of Teaching “Quality and
Availability of Teaching Materials”
Response

Male

Female

Excellent

26.0 (6)

40.0 (14)

2

26.0 (6)

22.8 (8)

3

34.7 (8)

5.7 (2)

4

8.6 (2)

11.4 (4)

5

0.0 (0)

14.2 (5)

6

0.0 (0)

0.0 (0)

7

4.3 (1)

0.0 (0)

8

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

5.7 (2)

Total
100.0 (23)
100.0 (35)
Note. Expected frequencies in parentheses. X² (5, N = 58) = 13.179, p = .022

Table 33
Percentage Distribution of Marital Status Groupings by Aspect of Teaching “Knowledge
of the Subject Matter”
Single
Married
Divorced
Separated
Widowed
(Never Married)
Excellent
60.0 (6)
53.3 (16)
56.5 (9)
0.0 (0)
100.0 (1)
2
30.0 (3)
23.3 (7)
25.0 (4)
0.0 (0)
0.0 (0)
3
0.0 (0)
0.0 (0)
6.1 (1)
100.0 (1)
0.0 (0)
4
0.0 (0)
13.3 (4)
6.1 (1)
0.0 (0)
0.0 (0)
5
0.0 (0)
3.3 (1)
6.1 (1)
0.0 (0)
0.0 (0)
6
0.0 (0)
6.6 (2)
0.0 (0)
0.0 (0)
0.0 (0)
7
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
8
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
9
10.0 (1)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
Very Poor
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
Total
100.0 (10)
100.0 (30) 100.0 (16) 100.0 (1)
100.0 (1)
Note. Expected frequencies in parentheses. X² (24, N = 58) = 39.788, p = .023
Response
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Table 34
Percentage Distribution of Number of Children in the Home Groupings by Aspect of
Teaching “Quality and Availability of Teaching Materials”
Response

None

One

Two

Three

Excellent

28.5 (4)

20.0 (3)

47.3 (9)

20.0 (1)

Four or
More
60.0 (3)

2

7.1 (1)

26.6 (4)

31.5 (6)

60.0 (3)

0.0 (0)

3

50.0 (7)

6.6 (1)

0.0 (0)

20.0 (1)

20.0 (1)

4

7.1 (1)

26.6 (4)

5.2 (1)

0.0 (0)

0.0 (0)

5

0.0 (0)

20.0 (3)

5.2 (1)

0.0 (0)

20.0 (1)

6

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

7

0.0 (0)

0.0 (0)

5.2 (1)

0.0 (0)

0.0 (0)

8

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

7.1 (1)

0.0 (0)

5.2 (1)

0.0 (0)

0.0 (0)

Total
100.0 (14) 100.0 (15) 100.0 (19)
100.0 (5)
100.0 (5)
Note. Expected frequencies in parentheses. X² (20, N = 58) = 34.920, p = .021

Table 35
Percentage Distribution of Number of Children in the Home Groupings by Aspect of
Teaching “Understand How Students Learn”
Response

None

One

Two

Three

Excellent

28.5 (4)

13.3 (2)

36.8 (7)

40.0 (2)

Four or
More
20.0 (1)

2

28.4 (4)

20.0 (3)

36.8 (7)

0.0 (0)

20.0 (1)

3

7.1 (1)

20.0 (3)

0.0 (0)

0.0 (0)

0.0 (0)

4

14.2 (2)

13.3 (2)

5.2 (1)

40.0 (2)

0.0 (0)

5

7.1 (1)

13.3 (2)

0.0 (0)

20.0 (1)

0.0 (0)

6

14.2 (2)

0.0 (0)

5.2 (1)

0.0 (0)

60.0 (3)

7

0.0 (0)

0.0 (0)

10.2 (2)

0.0 (0)

0.0 (0)

8

0.0 (0)

20.0 (3)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Total
100.0 (14) 100.0 (15) 100.0 (19)
100.0 (5)
100.0 (5)
Note. Expected frequencies in parentheses. X² (28, N = 58) = 44.173, p = .027
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Table 36
Percentage Distribution of Type of Childcare Used Groupings by Aspect of Teaching
“Understand How Students Learn”
Response

Family
Member

Private
Service

Excellent

12.0 (3)

16.6 (1)

After
School
Program
0.0 (0)

2

40.0 (10)

16.6 (1)

33.3 (1)

26.3 (5)

3

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

4

8.0 (2)

33.3 (2)

33.3 (1)

10.5 (2)

5

8.0 (2)

0.0 (0)

0.0 (0)

15.8 (3)

6

16.0 (4)

0.0 (0)

33.3 (1)

5.2 (1)

7

4.0 (1)

16.6 (1)

0.0 (0)

0.0 (0)

8

12.0 (3)

16.6 (1)

0.0 (0)

15.8 (3)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Parent or
Guardian
26.3 (5)

Total
100.0 (25)
100.0 (6)
100.0 (3)
100.0 (19)
Note. Expected frequencies in parentheses. X² (7, N = 58) = 16.275, p = .023

Table 37
Percentage Distribution of Current GPA Groupings by Aspect of Teaching “Planning
Lessons”
Response

No GPA

1.99 or
below

2.0 to
2.49

2.5 to
2.99

3.0 to 3.49

3.5 or
above

Don’t
know

Excellent
2
3
4
5
6
7
8
9
Very Poor
Total

33.3 (1)
0.0 (0)
33.3 (1)
0.0 (0)
33.3 (1)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (3)

100.0 (1)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (1)

0.0 (0)
0.0 (0)
66.6 (2)
0.0 (0)
33.3 (1)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (3)

20.0 (1)
20.0 (1)
60.0 (3)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (5)

46.7 (7)
26.6 (4)
20.0 (3)
6.6 (1)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (15)

48.2 (14)
13.7 (4)
24.1 (7)
0.0 (0)
13.7 (4)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (29)

0.0 (0)
0.0 (0)
0.0 (0)
50.0 (1)
0.0 (0)
0.0 (0)
50.0 (1)
0.0 (0)
0.0 (0)
0.0 (0)
100.0 (2)
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Table 38
Percentage Distribution of Current GPA Groupings by Aspect of Teaching “Quality and
Availability of Teaching Materials”

66.6 (2)

1.99 or
Below
0.0 (0)

2.0 to
2.49
33.3 (1)

2.5 to
2.99
60.0 (3)

3.0 to
3.49
46.7 (7)

3.5 or
Above
31.0 (9)

Don’t
Know
0.0 (0)

2

0.0 (0)

100.0 (1)

33.3 (1)

0.0 (0)

26.6 (4)

27.5 (8)

0.0 (0)

3

33.3 (1)

0.0 (0)

0.0 (0)

20.0 (1)

13.3 (2)

20.6 (6)

0.0 (0)

4

0.0 (0)

0.0 (0)

33.3 (1)

20.0 (1)

13.3 (2)

3.4 (1)

50.0 (1)

5

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

17.2 (5)

0.0 (0)

6

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

7

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

50.0 (1)

8

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Response

No GPA

Excellent

Total
100.0 (3)
100.0 (1)
100.0 (3) 100.0 (5) 100.0 (15) 100.0 (29)
Note. Expected frequencies in parentheses. X² (30, N = 58) = 49.941, p = .013

100.0 (2)

Table 39
Percentage Distribution of Current GPA Groupings by Aspect of Teaching “Setting
Clear Learning Goals”

0.0 (0)

1.99 or
Below
0.0 (0)

2.0 to
2.49
0.0 (0)

2.5 to
2.99
20.0 (1)

3.0 to
3.49
46.7 (7)

3.5 or
Above
34.4 (10)

Don’t
Know
0.0 (0)

2

33.3 (1)

100.0 (1)

33.3 (1)

20.0 (1)

20.0 (3)

24.1 (7)

0.0 (0)

3

33.3 (1)

0.0 (0)

33.3 (1)

60.0 (3)

20.0 (3)

17.2 (5)

0.0 (0)

4

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

6.6 (1)

13.7 (4)

50.0 (1)

5

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

6.6 (1)

10.3 (3)

0.0 (0)

6

33.3 (1)

0.0 (0)

33.3 (1)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

7

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

50.0 (1)

8

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Response

No GPA

Excellent

Total
100.0 (3)
100.0 (1)
100.0 (3) 100.0 (5) 100.0 (15) 100.0 (29)
Note. Expected frequencies in parentheses. X² (36, N = 58) = 61.494, p = .005

100.0 (2)
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Table 40
Percentage Distribution of Current GPA Groupings by Aspect of Teaching “Managing
Group of Learners”

100.0 (3)

1.99 or
Below
0.0 (0)

2.0 to
2.49
0.0 (0)

2.5 to
2.99
40.0 (2)

3.0 to
3.49
26.6 (4)

3.5 or
Above
31.0 (9)

Don’t
Know
0.0 (0)

2

0.0 (0)

0.0 (0)

0.0 (0)

20.0 (1)

20.0 (3)

20.6 (6)

0.0 (0)

3

0.0 (0)

100.0 (1)

66.6 (2)

20.0 (1)

33.3 (5)

17.2 (5)

0.0 (0)

4

0.0 (0)

0.0 (0)

0.0 (0)

20.0 (1)

20.0 (3)

13.7 (4)

50.0 (1)

5

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

17.2 (5)

0.0 (0)

6

0.0 (0)

0.0 (0)

33.3 (1)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

7

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

50.0 (1)

8

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Response

No GPA

Excellent

Total
100.0 (3)
100.0 (1)
100.0 (3) 100.0 (5) 100.0 (15) 100.0 (29)
Note. Expected frequencies in parentheses. X² (36, N = 58) = 69.760, p < .001

100.0 (2)

Table 41
Percentage Distribution of Current GPA Groupings by Aspect of Teaching “Incorporates
Hands-on Learning”

66.6 (2)

1.99 or
Below
0.0 (0)

2.0 to
2.49
0.0 (0)

2.5 to
2.99
40.0 (2)

3.0 to
3.49
33.3 (5)

3.5 or
Above
34.4 (10)

Don’t
Know
0.0 (0)

2

0.0 (0)

0.0 (0)

33.3 (1)

20.0 (1)

13.3 (2)

27.5 (8)

0.0 (0)

3

33.3 (1)

0.0 (0)

33.3 (1)

20.0 (1)

13.3 (2)

17.2 (5)

0.0 (0)

4

0.0 (0)

100.0 (1)

0.0 (0)

0.0 (0)

26.6 (4)

6.8 (2)

50.0 (1)

5

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

13.3 (2)

6.8 (2)

0.0 (0)

6

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

7

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

50.0 (1)

8

0.0 (0)

0.0 (0)

33.3 (1)

20.0 (1)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

6.8 (2)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Response

No GPA

Excellent

Total
100.0 (3)
100.0 (1)
100.0 (3) 100.0 (5) 100.0 (15) 100.0 (29)
Note. Expected frequencies in parentheses. X² (42, N = 58) = 64.175, p = .015

100.0 (2)
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Table 42
Percentage Distribution of Current GPA Groupings by Aspect of Teaching “Knowledge
of Subject Matter”

66.6 (2)

1.99 or
Below
0.0 (0)

2.0 to
2.49
33.3 (1)

2.5 to
2.99
80.0 (4)

3.0 to
3.49
60.0 (9)

3.5 or
Above
55.1 (16)

Don’t
Know
0.0 (0)

2

33.3 (1)

0.0 (0)

66.6 (2)

0.0 (0)

33.3 (5)

20.6 (6)

0.0 (0)

3

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

6.8 (2)

0.0 (0)

4

0.0 (0)

0.0 (0)

0.0 (0)

20.0 (1)

6.6 (1)

6.8 (2)

50.0 (1)

5

0.0 (0)

100.0 (1)

0.0 (0)

0.0 (0)

0.0 (0)

3.4 (1)

0.0 (0)

6

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

6.8 (2)

0.0 (0)

7

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

8

0.0 (0)

0.0 (0)

0.0 (0)

20.0 (1)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

50.0 (1)

Total

100.0 (3)

100.0 (1)

100.0 (3)

100.0 (5)

100.0 (15)

100.0 (29)

100.0 (2)

Response

No GPA

Excellent

Note. Expected frequencies in parentheses. X² (36, N = 58) = 73.054, p < .001

Table 43
Percentage Distribution of Current GPA Groupings by Aspect of Teaching “Making
Subject Interesting”

33.3 (1)

1.99 or
Below
0.0 (0)

2.0 to
2.49
0.0 (0)

2.5 to
2.99
40.0 (2)

3.0 to
3.49
33.3 (95

3.5 or
Above
44.8 (13)

Don’t
Know
0.0 (0)

2

33.3 (1)

0.0 (0)

0.0 (0)

20.0 (1)

46.7 (7)

17.2 (5)

0.0 (0)

3

0.0 (0)

0.0 (0)

0.0 (0)

20.0 (1)

6.6 (1)

3.4 (1)

0.0 (0)

4

0.0 (0)

100.0 (1)

0.0 (0)

20.0 (1)

13.3 (2)

13.7 (4)

50.0 (1)

5

0.0 (0)

0.0 (0)

66.6 (2)

0.0 (0)

0.0 (0)

6.8 (2)

0.0 (0)

6

0.0 (0)

0.0 (0)

33.3 (1)

0.0 (0)

0.0 (0)

3.4 (1)

0.0 (0)

7

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

3.4 (1)

50.0 (1)

8

33.3 (1)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Total

100.0 (3)

100.0 (1)

100.0 (3)

100.0 (5)

100.0 (15)

100.0 (29)

100.0 (2)

Response

No GPA

Excellent

Note. Expected frequencies in parentheses. X² (42, N=58) = 63.806, p = .017
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Table 44
Percentage Distribution of Employment Status Groupings by Aspect of Teaching “Setting
Clear Learning Goals”
Response

Employed
Full time

Employed
Part time

Continuing
Education

Excellent

14.3 (2)

50.0 (5)

25.0 (6)

Caring for
Home and
Family
41.6 (5)

2

14.3 (2)

30.0 (3)

29.1 (7)

33.3 (4)

23.8 (2)

3

50.0 (7)

10.0 (1)

29.1 (7)

0.0 (0)

14.2 (3)

4

0.0 (0)

10.0 (1)

4.1 (1)

16.6 (4)

14.2 (3)

5

7.1 (1)

0.0 (0)

12.5 (3)

8.3 (1)

9.5 (2)

6

14.3 (2)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

7

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

4.7 (1)

8

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

9

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Very Poor

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

0.0 (0)

Total
100.0 (14)
100.0 (10)
100.0 (24)
100.0 (12)
Note. Expected frequencies in parentheses. X² (6, N = 58) = 15.993, p = .014

Unemployed
33.3 (7)

100.0 (21)

